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ABSTRACT
An Analysis of Social Skills Instruction Provided in Teacher 
Education and In-Service Training Programs 
For General and Special Educators
By
Nicole Dobbins
Dr. Kyle Higgins, Examination Committee Chair 
Professor o f Special Education 
University o f Nevada Las Vegas
The effective demonstration o f social skills in classroom and personal settings is 
essential to successfully develop and sustain professional and personal relationships. 
Students with disabilities often exhibit social skills deficits which, in turn, place them 
at risk to experience school failure, peer rejection, and/or mental health problems 
(Elksnin & Elksnin, 2006). There is an increasing number of students with disabilities 
receiving instruction in the general education classroom setting (U. S. Department of 
Education, 2003). Direct instruction o f social skills is imperative to ensure the 
academic and personal success o f students.
The research supports the direct instruction o f discrete social skills behaviors to 
prevent or remediate a lack of social competence (Tolan & Guera, 1994). However, 
teachers often lack the instructional skills necessary to provide direct social skill 
instruction. Most teacher training programs focus on the management o f behavior. The 
level, type, and area of social skills instruction provided in pre-service and in-service
111
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settings were explored in this study, by distributing an online questionnaire to licensed 
general and special education teachers. This study also compared the level of 
instruction received by special education teachers who provide instruction in self- 
contained settings, and those who teach in resource room settings. A similar 
comparison was also made between general education teachers and special education 
teachers who teach in resource rooms.
The results o f this study indicate that general and special education teachers 
receive a limited amount of direct and incidental social skills instruction in their pre­
service and/or in-service training programs. The general and special education 
teachers reported receiving more instruction in particular various areas of social skills 
within their in-service training. Special education teachers who teach in self-contained 
settings do not receive more social skills instruction than resource room teachers in 
pre-service or in-service training programs. However, special education teachers who 
teach in resource rooms do receive more social skills instruction than general 
education teachers, but only in their pre-service training programs.
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CHAPTER 1
INTRODUCTION 
Participation in society involves the ability to navigate social interactions 
appropriately. An individual’s overall successful development is typically judged on the 
ability to develop and demonstrate accepted social behaviors at the right time, in the 
correct settings (Gresham, 2002). Children are expected to exhibit appropriate social 
behaviors prior to demonstrating mastery o f academic skills. When children do not 
behave according to these expectations, it is assumed that there are social developmental 
problems that should be addressed through direct instruction (Elksnin & Elksnin, 2006). 
The goal o f this instruction is to address the impact that a lack of social skills may have 
on a child. Without direct intervention, a child/youth may be caught in a cycle of 
ineffective and unproductive social interactions that lead to peer rejection and a lack of 
positive social relationships (Asher, 1990). Because social interactions impact the 
emotional and personality growth o f children/youth, educators must be knowledgeable 
concerning the direct instruction of social skills, appropriate methods for implementing 
social skill instruction, and research supporting the effectiveness o f social skill programs 
(Elliott & Gresham, 1993; Hops, Finch, & McCoimell, 1985).
With the increase in the number of students identified as having emotional disabilities 
(U. S. Department of Education, 2003), educators work with an increasing number of 
students who struggle with initiating and maintaining appropriate social interactions
1
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(Baker, Simmons, & Kame’enui, 1995). As a result, teachers must be prepared to 
implement behavioral and social skills curricula (Elksnin & Elksnin, 2006; Baker, 
Simmons, & Kame’enui, 1995). Proactive teaching practices for addressing the 
social/emotional difficulties often experienced by these students must be adopted 
(Severson & Walker, 2002). Thus, in order to comply with federal mandates, teachers in 
both general and special education settings must teach social skills through direct 
instruction (Gresham, Sugai, & Homer, 2001).
Because appropriate social skills training o f students with disabilities relies on 
teachers to provide the instruction, it is imperative to ascertain the level o f expertise held 
by teachers in this area. Educators cannot assume that students with disabilities will learn 
appropriate social skills on their own (Battalio, & Stephens, 2005). With teachers 
reporting that they spend more time managing behavior than teaching appropriate 
behavior (Jones, Dohm, & Dunn, 2004), a situation may exist in which the focus of 
teacher preparation programs is on behavior management rather than on direct social skill 
instruction.
Social Skills Defined
Multiple definitions o f social skills are found in the literature (Gresham, 1983;
Mathur & Rutherford, 1994; Gresham, Sugai, & Homer, 2001). In the late 1970s, social 
skills were defined in terms of peer acceptance, behavior, and competence correlates 
(Asher, Oden, & Gottman, 1977; Foster & Ritchey, 1979). Popularity among peers 
exhibited through kinship was often equated to social skills (Gresham, 1997). In the 
1980s, Morgan & Jenson (1988) defined social skills as the interpersonal behaviors that
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
allowed an individual to interact successfully with others. This included the verbal and 
nonverbal behaviors used to interact and create an enjoyable and reinforcing situation.
Currently, social skills are defined as situation specific behaviors that enhance the 
overall social functioning of a person, resulting in personal and social satisfaction 
(Mathur & Rutherford, 1994). This includes the ability to secure reinforcement from 
peers in a variety o f settings and decrease the likelihood of punishment or extinction. 
Gresham, Sugai, and Homer (2001) have expanded this definition to focus on the 
correlation o f social behaviors and social competence. Rather than defining social skills 
by the actual observations of behavior, they maintain that social skills must be taught, 
leamed, and performed for a person to be considered socially competent.
Components of Direct Social Skills Training
Social skills training enables a student to elicit positive responses from others 
(Gresham, Sugai, & Homer, 2001). This elicitation can improve self-esteem, enhance 
positive relationships, and reduce the use of undesirable or unacceptable behaviors 
(Jones, Dohm, & Dunn, 2004). Social training, when taught comprehensively, promotes 
social competence through the provision o f systematic, targeted, and proactive lessons 
(Ziglar, Taussig, & Black, 1992). According to Gresham (1991), when implemented and 
maintained correctly, social skills training improves the social competence of students, 
thus, increasing opportunities for success beyond school. However, little research exists 
to determine the extent to which social skills training is generalized and maintained by 
teachers and students (Gresham, Sugai, & Homer, 2001).
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The components o f effective social skills instruction have been identified as: (a) skill 
acquisition, (b) skill performance, (c) removal of competing problem behaviors, and 
(d) facilitation of generalization and maintenance (Gresham, Sugai, & Homer, 2001). 
Effective social skills instraction is designed to remediate skill deficits through operant, 
social-leaming, and cognitive-behavioral approaches (Elliott & Gresham, 1993; Elksnin 
& Elksnin, 2006). The social skills domains that comprise effective instraction include:
(a) peer relations, (b) self-management, (c) academic, and (d) compliance. These domains 
are important for teachers to use as they plan social skill instraction because they provide:
(a) a typical social skill classification system, (b) a profile of social skill strengths and 
weakness, (c) a template on which to design social skills instraction, (d) an outcome- 
based measurement system, and (e) assessment in terms o f cause, prognosis, and 
responsiveness to social skill interventions (Caldarella, & Merrell, 1997).
Impact o f Social Skills Training 
The ability o f a child/youth to communicate, play, and be accepted by peers is crucial 
to the overall achievement in school and life (Merrell & Gimpel, 1998). Individuals who 
are accepted and have the ability to accept others will engage in more positive social 
encounters throughout life without experiencing the peer rejection that often occurs with 
social skills deficits. (Asher, 1990 & Jones, Dohm, & Dunn, 2004).
Positive Impact o f  Social Skills Training
Socially appropriate behavior pattems enable students to gain social reinforcement 
and acceptance as well as deal with and avoid aversive social situations (Mathur & 
Rutherford, 1996). Without social skills instraction students may be at risk for a variety
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of negative outcomes, such as school failure, peer rejection, absence of close friends, 
substance abuse, and dropping out (Hinshaw, 1992). Thus, social skills training should be 
viewed as an essential component of the public school curriculum (Allsopp, Santos, & 
Linn, 2000).
Negative Impact o f  a Lack o f  Social Skills Training
In a review of the literature, Parker and Asher (1987) found acceptance, 
aggressiveness, and shyness/withdrawal to be predictors of poor social relations. They 
maintain that these poor relations could lead to maladjustment in later life. Many 
children/youth, who experience peer rejection during adolescence, will continue to be 
victims o f rejection throughout life (Asher & Rose, 1997).
Without appropriate training, students with disabilities will experience failure in 
establishing and maintaining social relationships in school and beyond the school 
experience (Gresham, 1991). This cycle o f inept social skills cannot be broken by chance. 
It is only through the direct instruction of social skills that students with disabilities will 
increase their social competence (Gresham, Sugai, & Homer, 2001) This direct 
instruction should include engaged collaboration, targeted pro-social skills, teachable 
steps, instraction plans, implementation plans, and opportunity for generalization.
The Inclusion of Social Skills Training in Teacher Education 
General and special educators feel unqualified to work with the diverse populations 
that are now present in inclusive classrooms (Kirk, 1998). Merrett and Wheldall (1993) 
found that many secondary school teachers considered behavior management to be 
critical to their professional performance. However, the same teachers also reported
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
receiving poor instruction in their teacher training programs. The teachers expected 
opportunities to practice and receive feedback concerning behavior management in their 
pre-service education, but reported that most lectures focused on content learning and 
lesson planning (Merrett & Wheldall, 1993). In a recent study concerning teacher 
perceptions o f social skills, 94% of the teachers surveyed reported that social skills 
training is crucial to the education of students with behavioral needs (Battalio &
Stephens, 2005).
Gresham, Sugai, and Homer (2001) identified the four areas in which educators must 
be trained in order to teach social skills to students with disabilities: (a) acquisition of 
skills, (b) enhancement o f skill performance, (c) removal o f competing problem 
behaviors, and (d) facilitation o f generalization and maintenance. This training sequence 
crosses all skills (e.g., listening, saying thank you, expressing affection) and provides an 
instmctional blueprint for the educator when working with students to acquire a skill.
Typically, social skills are taught through the direct instraction of a targeted skill, 
following a structured lesson plan, or through incidental instraction that occurs 
spontaneously in a classroom at unplanned moments (Rutherford, Quinn, & Mathur,
1996). However, a review o f the literature xxsing Academic Search Premier, spanning 
1975 to present, revealed a limited amount o f research investigating or describing the 
type of social skill instraction provided to teachers in their teacher education program 
(Battalio, & Stephens, 2005; Comell, 2002; Cooley-Nichols, 2004; Cosden, lannaccone, 
& Wienke, 1990; Eaton & Wall, 1999; Fischer, 2004; Elksnin, 1998; Ford, Pugach, & 
Otis-Wilbom, 2001; Katsiyannis, Landrum, Bullock, & Vinton, 1997; Lerman, Vorndran, 
Addison, & Kuhn, 2004; Williams, 1990). Many of these studies examined the impact
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of socials skills on the social, academic, and personal achievement of students with 
disabilities (Gresham, Sugai, & Homer, 2001; Elksnin & Elksnin, 2006). However, few 
examined the implementation o f social skills instruction in the classroom. Rather, they 
focused on behavior management techniques and controlling the behavior o f students as 
opposed to remediating social skills deficits through the instruction of socially 
appropriate behaviors (Knitzer, Steinberg, & Fleish, 1990).
Statement o f the Problem
Most social skills training programs focus on teaching social skills as discrete, 
isolated behaviors without promoting effective participation by the child/youth in a 
variety o f social settings (Rutherford, Quinn &, Mathur, 1996). Many studies conceming 
the effectiveness o f social skill instraction fail to demonstrate plans for the generalization 
and maintenance of pro-social behaviors beyond the training setting for students with 
disabilities (Power, 2003). With the increasing number of students being identified as 
having emotional disabilities (U. S. Department of Education, 2003) and the knowledge 
that these students often do not form satisfactory interpersonal relationships, the direct 
instraction o f social skills is imperative to insure the academic and personal success of 
these students. While the research supports the direct instruction of discrete social 
behaviors to prevent or remediate a lack of social competence (Tolan & Guera, 1994), 
teachers often lack the instructional skills to prevent and respond to social problems 
(Schumm & Vaughn, 1995).
This study evaluated the level o f training in social skill instraction provided in teacher 
education programs throughout the United States. A questionnaire adapted from the
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Teacher/Staff Skill Streaming Checklist (Goldstein & McGinnis, 1997; McGinnis & 
Goldstein, 1997) was by completed by education students in nine teacher education 
programs. The study focused on the amount and type o f social skills training received by 
special educators and general educators in these teacher training programs and in their 
school-based, in-service training.
Specifically, the following questions were addressed:
Research Question 1 : What type of social skills instruction training do 
general education teachers receive in their teacher education programs? 
Research Question 2: What type of social skills instruction training do 
special education teachers receive in their teacher education programs? 
Research Question 3: What type of social skills instruction training do 
general education teachers receive in their in-service training?
Research Question 4: What type of social skills instruction training do 
special education teachers receive in their in-service training?
Research Question 5: Do special education teachers receive more overall 
social skills training (direct and incidental) in their teacher education 
programs as compared to general education teachers?
Research Question 6: Do special education teachers receive more overall 
social skills instruction training (direct and incidental) in their in-service 
training as compared to general education teachers?
Research Question 7: In what areas o f social skills do general education 
teachers receive the most training in teacher education programs?
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Research Question 8: In what areas of social skills do special education 
teachers receive the most training in their teacher education programs? 
Research Question 9: In what areas o f social skills do general education 
teachers receive the most training in their in-service training?
Research Question 10; In what areas o f social skills do special education 
teachers receive the most training in their in-service training?
Research Question 11 : Do special education teachers who teach in self- 
contained classrooms receive more social skills training in their teacher 
education programs than do teachers who teach in resource rooms? 
Research Question 12: Do special education teachers who teach in self- 
contained classrooms receive more social skills training in their in-service 
training than do teachers who teach in the resource room?
Research Question 13: Do special education teachers who teach in 
resource rooms receive more social skills instruction training in their 
teacher education programs than do general education teachers?
Research Question 14: Do special education teachers who teach in 
resource rooms receive more social skills training in their in-service 
training than do general education teachers?
Significance of the Study 
The degree to which a child/youth is able to interact successfully with peers, teachers, 
and parents represents one o f life’s most significant developmental accomplishments.
The extent to which a child/youth can establish and maintain satisfactory interpersonal
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
relationships, gain peer acceptance, make meaningful friendships, and terminate negative 
social interactions currently defines social competence (Gresham, Sugai, & Homer,
2001). Students who are socially competent will, in turn, experience life-long emotional 
and social success (Kupersmidt, Coie, & Dodge, 1990; Parker & Asher, 1987). 
Researchers have concluded that social competence is imperative for students with social 
deficits to function cognitively, academically, emotionally, and behaviorally in school 
and life (Gresham & McMillian, 1997).
General and special education teachers are responsible for delivering instruction to 
students with disabilities. The instraction must be comprehensive and individualized to 
meet the goals and objectives of the Individualized Education Plan (lEP) (Friend & 
Bursuck, 2006). Students will not develop appropriate social skills by chance. Thus, 
general and special education teachers must teach social skills to students with disabilities 
who exhibit social skill deficits (Elksnin & Elksnin, 2006).
There is currently a modest amount o f research concerning the training of teachers to 
teach social skills. The findings o f this study have contributed to the knowledge base 
conceming effective teacher preparation programs in the areas of: (a) social skills 
instraction, (b) social skills program implementation, maintenance, and generalization,
(c) appropriate training components in teacher education programs, and (d) effective 
instruction in teacher education programs. In this study, the level and type of social skills 
instraction provided to special education and general education teachers in their teacher 
education preparation programs was evaluated through a nationally distributed 
questionnaire. The level and type of the social skills instraction was determined based
10
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upon the level o f instruction received (e.g., none, direct, or incidental) the type of 
instruction (e.g., teacher education program or in-service training).
Definitions
The terminology listed below was used in this study. The specific interpretations are 
critical to the understanding of the study.
Children/Youth with disabilities. Children with disabilities are students eligible to 
receive special education services under the provisions o f the P. L. 108-446, Individuals 
with Disabilities Education Improvement Act of 2004.
Direct instruction. Research-based instructional approach in which the teacher 
presents subject matter using a review of previously taught information, presentation of 
new concepts or skills, guided practice, feedback and correction, independent student 
practice, and frequent review (Friend & Bursuck, 2006).
Incidental instruction. Instruction conducted during unstructured activities for brief 
periods o f time typically when students have shown an interest or have been involved 
with related materials and activities (Brown, McEvoy, & Bishop, 1991).
In-service training. Professional development training sessions offered through a 
school district to contracted licensed employees.
Nationwide. Encompassed a sample o f teacher training programs from across the 
United States. The following universities participated in the study: (a) California State 
University, Northridge, (b) Emporia State University, (c) New Mexico State University,
(d) Ohio State University, (e) San Diego State University, (f) Southern Connecticut State
11
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University, (g) University o f Nevada, Las Vegas, (h) Vanderbilt University, and (i) 
Western Washington University.
Social skills. Social behaviors in specific situations that predict important social 
outcomes for students (Gresham, 1983).
Social skills training. Training that enables a student to elicit positive responses from 
others (Gresham, Sugai, & Homer, 2001).
Teacher education. The training of individuals, in a higher educational setting, who 
are working towards fulfillment of a specific degree requirement in General or Special 
Education.
Modified teacher/staff skillstreaming questionnaire. The Teacher/Staff Skillstreaming 
Checklist (Goldstein & McGinnis, 1997; McGinnis & Goldstein, 1997) was designed to 
evaluate the perceived proficiency o f a student’s ability to perform social skills. For the 
purpose of this study, a modified version of the checklist was used to evaluate the social 
skills instruction provided in teacher education and school-based in-service training to 
general and special educators. Permission to use the Teacher/Staff Skillstreaming 
Checklist (Goldstein & McGinnis, 1997; McGinnis & Goldstein, 1997) was granted by 
the authors.
Limitations
The limitations of this study were:
1). Data were collected via an online questionnaire, therefore, participation may 
have been low due to the lack o f face-to-face contact with the participants.
12
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2) The Teacher/Staff Skillstreaming Questionnaire used in this study was 
modified from the original format to measure factors others than the authors intended.
3) The questionnaire required participants to report their perceptions conceming 
the level o f training received in their teacher education programs. Participants may not 
have given tmthful answers in order to present themselves in a positive light.
4). University professors announced the initial request for participation in the 
study in their classes. Interested participants were directed to a website to complete the 
online questionnaire. Participants may have volunteered to complete the questionnaire 
out o f an obligation to the university professor.
5). To increase participation and protect anonymity, participants were not required 
to give identifying information such as the state in which they resided, university they 
attended, or school districts in which they worked or received training.
Summary
Social skills are critical to the overall social, emotional, academic, and developmental 
functioning of children/youth. Students with disabilities often exhibit poor social skills 
that can impact their life in school and after graduation. Social skills cannot be leamed in 
isolation, teachers must teach social skills through direct instmction. There is a limited 
amount o f research describing the type o f social skills instmction provided to special and 
general education teachers in their teacher education programs or in their in-service 
training. The purpose o f this study was to evaluate social skills instraction delivered in 
teacher preparation programs and in-service programs nationwide. This study contributes 
to the literature by presenting evidence for the inclusion o f effective social skills
13
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
instruction in teacher education and in-service training. Without educators being 
appropriately trained to teach social skills, students with disabilities will be negatively 
impacted in school and as they transition to the world outside o f the school setting. 
Through appropriate social skills training, educators are provided with one more tool to 
facilitate the successful inclusion o f students with disabilities into the general education 
setting.
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CHAPTER 2
REVIEW OF RELATED LITERATURE 
Effective social skill training is imperative to the overall development o f students. 
Gresham (1983) defined social skills as social behaviors essential to the proficient 
execution of social tasks. However, many teachers are not prepared to deliver direct 
instruction in the area of social skills (Battalio & Stephens, 2005).
The definition of social skills has evolved over the past 35 years. In the early 1970s, 
researchers defined social skills in terms of peer acceptance of social behaviors (Foster & 
Ritchey, 1979) and social competence (Gresham, 1997). Researchers in the 1980s 
attempted to conceptualize social skills in terms of classroom settings, teacher 
perceptions, social skill interventions and trainings, and assessment (Gresham, 1997). 
They delineated the differences between social skills and social competence (McFall, 
1982) and this delineation led to the development of three basic components o f social 
skills training (e.g. acquisition, performance, and generalization) (Ladd & Mize, 1983).
In the 1990s, the literature began to debate the importance of social skills training in 
terms of the context of behaviors and the social skills deficits of the person (Gresham,
1997). Research focused on the identification of social skills deficits in order to provide 
effective social skills training for specific contexts, promote the generalization o f skills to 
a variety o f contexts, and measure the outcomes in these contexts (Gresham, 1981; 
Gresham, Sugai, & Homer, 2001).
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In 2001, Gresham et al. defined social skills as behaviors that must be taught, learned, 
and performed in specific situations. They maintained that the performance of these skills 
served as predictors o f social outcomes for a student’s emotional and behavioral health. 
This definition grew out o f Gresham’s work in 1997 maintaining that effective social 
skills training involves pairing the intervention to the social skills deficits of the students, 
providing instruction in contextually appropriate settings, and evaluating outcome 
measures. The current belief is that the performance of social behaviors across personal, 
academic, and professional settings is crucial to human development (Gresham, Bao Van, 
& Cook, 2006).
Caldaraella and Merrell (1997) conducted a search of the research literature spanning 
from 1974 through 1994 to develop a taxonomy of social skills dimensions for children 
and adolescents. The taxonomy encompassed the following skill dimensions: (a) 
assertion, (b) self-management, (c) academic skills, (d) peer relations, and (e) 
compliance. Caldaraella and Merrell (1997) concluded that the delineation of social 
skills dimensions provided: (a) a typical social skill classification system, (b) a profile of 
social skill strengths and weakness, (c) a template on which to design social skills 
instruction, (d) an outcome-based measurement system, and (e) assessment in terms of 
cause, prognosis, and responsiveness to social skill interventions.
Effective social skills instruction remediates skill deficits through operant, social- 
learning, and cognitive-behavioral approaches (Elksnin & Elksnin, 2006; Elliott & 
Gresham, 1993). Effective social skills instruction concentrates on: (a) skill acquisition, 
(b) skill performance, (c) removal o f competing problem behaviors, and (d) facilitation of 
generalization and maintenance (Gresham et al., 2001).
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Currently, most students with disabilities receive special education services in the 
general education setting, rather than the special education classroom (Lane, Givner, & 
Pierson, 2004; Office of Special Education Programs (OSEP), 2004). Thus, it is 
imperative that general and education teachers be trained to instruct all students based on 
their academic and social needs. The following will explore social skills in terms of 
perceived importance, effective instruction, and teacher education.
Importance of Social Skills Training 
Social competence is a person’s ability to execute social tasks proficiently as 
evaluated by the judgment of others, established criteria, relationship to normative 
samples, and overall successful participation in social settings (Gresham et al., 2001; 
McFall, 1982). Social competence is an evaluative term based on the belief that the social 
skills can be performed satisfactorily across settings (Gresham, 1998). According to 
Kupersmidt, Coie, and Dodge (1990) social competence can predict long-term 
psychological and social development. Students with poor social competencies and 
deficient social skill acquisition are at-risk for poor interactions with their parents, 
teachers, and peers (Patterson, Reid, & Dishion, 1992; Reid, Patterson, & Snyder, 2002; 
Walker & Severson, 2002).
Teacher Perceptions
Students spend a vast amount o f time with educators in the school settings. Teachers 
are responsible for meeting the academic and social needs of all students. It is important 
to understand the teachers’ perception of social skills, since they must deliver instruction 
through a comprehensive curriculum.
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In an attempt to determine the level o f importance teachers place on the impact of 
social skills for a student’s achievement in the classroom, Lane, Wehby, and Cooley 
(2006) rated the level of teacher expectation o f student behavior. The purpose o f the 
study was to explore: (a) the correlation of social skills expectations in terms of 
elementary, middle school, and high school as well as general and special education,
(b) the skills teachers consider crucial, and (c) the rating of social skills for students 
identified as at-risk for problem behavior.
Four hundred and fifty-two general and special educators at schools with at least one 
self-contained classroom for students with disabilities were invited to complete a survey. 
The teachers completed a modified version o f a questionnaire used in an earlier study 
(Lane, Pierson & Givner, 2004). The questionnaire consisted of two sections focusing on 
social skill characteristics and participant demographics.
The first section was comprised of 30 social-skill items from the Social Skill Rating 
System (Gresham & Elliott, 1990). The second section required the teacher to provide 
demographic information (e.g. gender, grade level currently taught, program type, 
amount o f teaching experience, credentials, and degree earned). The first section was a 
3-point Likert-type scale with zero being not important, one being important, and two 
being critical. The teachers used the scale to evaluate the importance of the social skills 
for student success in the classroom. The items were identified as belonging to three 
sub-domains: (a) assertion, (b) self-control, and (c) cooperation.
The results of the questionnaire were analyzed by three, two-way analyses o f variance 
(ANOVA) to determine the level o f significance for program type, school level, and 
teacher expectations in the areas of self-control, cooperation, and assertion. Results
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indicated that for elementary and middle school teachers (general and special education) 
there was no significance for the self-control domain o f social skills. However, the 
teachers perceived social skills that support effective instruction as important 
(e.g., cooperation). High school special education teachers perceived self-control as a 
more critical skill than did general education teachers at the same level.
Elementary and middle school teachers indicated four social skills as being critical for 
school success in the self-control domain: (a) controls temper in conflict situation with 
peers, (b) responds appropriately to peer pressure, (c) controls temper in conflict 
situations with adults, and (d) responds when pushed or hit. Six skills were identified as 
critical in the cooperation domain: (a) uses free time in an acceptable way, (b) follows 
directions (c) ignores peer distractions when doing class work, (d) attends to instructions,
(e) easily transitions from one classroom activity to another, and (f) gets along with 
people who are different. The high school teachers indicated seven social skills as crucial 
for school success. Two skills were identified in the self-control domain: (a) controls 
temper in conflict situation with peers, and (b) controls temper in conflict situation with 
adults. Five skills were identified in the cooperation domain: (a) follows directions,
(b) attends to instructions, (c) transitions from one classroom activity to another,
(d) produces correct schoolwork, and (e) listens to classmates.
Lane et al. (2006) concluded that both general and special education elementary and 
middle teachers rate self-control skills as significant to classroom success. Conversely, in 
high school, special education teachers perceived self-control as more critical than did 
general education teachers.
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Beebe-Frankenberger, Lane, Bocian, Gresham, and MacMillian (2005) explored the 
types of social skill expectations held by elementary and secondary teachers o f students 
with and without disabilities. Elementary and secondary teachers rated students on their 
level of social skills execution in the instructional environment. The teachers assessed 
student performance levels of social skills and their personal perception levels of 
importance in a classroom setting.
The teachers nominated 33 students who were classified as being at risk for having 
behavioral problems in the classroom setting. The students attended elementary schools 
in seven different school districts. Twenty-six elementary teachers and twenty-seven 
secondary teachers completed the Social Skills Rating System-Teacher Version (Gresham 
& Elliott, 1990) on the students.
The teacher survey consisted of 57 social skill dimensions encompassing problem 
behaviors and academic competence. The dimensions focused on 30 social skills in the 
areas of cooperation, assertion, and self-control. Eighteen problem behaviors were 
addressed in terms of externalizing, internalizing, and hyperactivity. The remaining nine 
items dealt with academic competence. The teachers rated these domains on a 3-point 
Likert-type scale (e.g. zero being never, one being sometimes, and two being very often). 
The survey also required teachers to rank the level of importance of each skill to the 
classroom setting (e.g. zero being important, one being very important, and two being 
critical).
Beebe-Frankenberger et al. (2005) grouped all o f the teacher survey responses on the 
elementary rating scale into two groups, problem behavior (PB) and comparison group 
(COMP) according to the nonoccurrence o f inappropriate behaviors. The problem
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behavior group (PB) was comprised of students who received a standard score o f greater 
than 115 on problem behaviors. There were 13 students in the PB group. The comparison 
group (COMP) was comprised o f students who received a standard score o f less than 115 
on problem behaviors. There were 24 students in the comparison group.
Beebe-Frankenberger et al. (2005) analyzed the rating scales from the teachers using 
descriptive procedures to evaluate teacher perceptions o f the importance o f specific social 
skills. Social skills were classified as important when teachers rated the skill as critical on 
the survey. A skill was considered socially significant when it was identified as critical 
by 60% of the teachers. The social skill domains o f cooperation, self-control, assertion, 
and responsibility were used to differentiate the skill expectations held by the teachers.
Beebe-Frankenberger et al. (2005) found that elementary teachers o f the students in 
the PB group rated the following eight items as critical; (a) produces correct schoolwork,
(b) ignores peer distractions while working, (c) easily makes transitions, (d) finishes class 
assignments on time, (e) puts work or school materials away, (f) appropriately tells when 
treated unfairly, (g) keeps desk clean and neat, and (h) introduces self to new people.
Teachers of students in the elementary COMP group only rated ignore peer 
distractions as a critical social skill. Secondary teachers of students in the PB group rated 
eight items as critical; (a) produces correct schoolwork, (b) controls temper in conflicts 
with peers, (c) uses time appropriately, (d) complies with directions, (e) attends to 
directions, (f) finishes class assignments on times, (g) easily makes transitions, and
(h) ignores peer distractions while working. Teachers o f the secondary COMP group 
rated five o f the same skills as critical: (a) produces correct schoolwork, (b) ignores peer 
distractions while working, (c) attends to instruction, (d) complies with directions, and
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(e) uses time appropriately. All teachers (elementary and secondary) rated most o f the 
skills in the cooperation domain as critical (e.g., produces correct schoolwork, ignores 
peer distractions while working, easily makes transitions, finishes class assignments on 
time, puts work or school materials away, appropriately tells you when treated unfairly, 
keeps desk clean and neat, introduces self to new people).
According to Beebe-Frankenberger et al. (2005), the results of their study indicated 
that teachers do value social skills. Overall, teachers view cooperation as a skill necessary 
for classroom success. These finding are consistent with the literature (Lane, Givner, & 
Pierson, 2004a; Lane, Wehby, & Cooley, 2006). Teachers tend to place significance on 
those social skills, particularly cooperation skills which directly impact their ability to 
deliver effective instruction in an inclusive setting.
Fischer (2004) explored the frequency and duration o f social skills instruction to 
students in kindergarten through sixth grade. The goal was to examine teacher 
perceptions of social skills instruction to their students. A survey was developed to 
determine how often and the length o f social skills instruction that was implemented by 
the teachers and their perceptions o f direct and incidental social skills instruction in the 
classroom.
Six hundred surveys were distributed through the mail to 300 general education 
teachers and 300 special education teachers. The mailers included: (a) a letter explaining 
the purpose of the study, (b) a copy of the instrument, (c) s self-addressed rely envelope, 
and (d) a token of appreciation (a bookmark). The cover letter clearly stated that 
completion o f the survey was voluntary. A second mailing of the survey was conducted
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due to low return rates. In total, 230 teachers completed and returned the instrument 
(96 general educators and 134 special education teachers).
Fischer (2004) developed the Survey o f  Social Skills Instruction for use in the study. 
The participants were asked to respond to five open-ended questions (e.g. In the 
classroom, what is the typical number o f times per day that you provide students with 
incidental social skills instruction?) and 21 Likert-type questions based on a 5-point scale 
(e.g. one being strongly disagree, two being disagree, three being neither agree nor 
disagree, four being agree, and five being strong agree). The survey measured the 
frequency and intensity o f social skills instruction and the teachers’ perception o f direct 
or indirect social skills instruction.
Descriptive statistics, two canonical analyses, and 24 multiple-linear regression 
analyses were used to examine the data. Fischer (2004) found that teachers taught social 
skills through direct instruction for 20 minutes at least two day a week on average. The 
teachers perceived social skills instruction as important and reported that students who 
received social skills instruction usually replaced inappropriate behaviors with acceptable 
behaviors. According to the data, Fischer (2004) concluded that even though teachers 
reported that social skills instruction was important, approximately 27% reported not 
having adequate time to provide effective direct or incidental instruction of social skills.
Lane, Pierson, and Givner (2004) conducted two studies to determine the social skills 
that secondary level teachers consider critical to student success in a classroom setting. 
The study examined the social skill expectation levels o f secondary teachers concerning;
(a) the effect o f teacher type (e.g., secondary general and special education teachers) on 
the perception of social skills critical for success, (b) the effect o f secondary level and
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type of classroom setting (e.g., general and special education) on teacher perceptions 
concerning the importance o f self-control, cooperation, and assertion skills, and (c) the 
degree that teacher demographic data determines the level of importance teachers 
attribute to cooperation, assertion, and self-control.
Two-hundred and forty secondary teachers volunteered to complete a questionnaire 
concerning the social competencies they perceived to be crucial for achievement in the 
secondary setting. Eighty-three percent o f the teachers taught in general education 
settings and 12.5% taught in special education settings. There also were 4.18% 
participants classified as other.
The questionnaire was completed by the teachers during a staff meeting and consisted 
o f two sections focusing on the social skill characteristics and participant demographics. 
Section one was comprised o f 30 social skill items from the Social Skill Rating System 
(Gresham & Elliott, 1990). The second section required the teachers to provide 
demographic information (e.g. gender, grade level currently taught, program type). The 
first section was a Likert-type scale, with one being not important and three being critical. 
The questionnaire items asked the respondents to evaluate individual students on the 
frequency o f social skill use and the importance of skill proficiency. The frequency scale 
contained three sub-domains; (a) assertion, (b) self-control, and (c) cooperation.
An Analysis o f Variance (ANOVA) with repeated measures was used to analyze the 
differences among teacher perception levels concerning the importance o f assertion, self- 
control, and cooperation. Three, two-way fixed-effects Analyses of Variance (ANOVA) 
were conducted to compare the different perceptional levels o f social competence held by 
general education and special education secondary teachers.
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Lane et al. (2004) concluded that both secondary general education and special 
education teachers consider self-control and cooperation skills to be critical social 
competencies for students in the classroom setting. The data indicated that secondary 
teachers reported similar levels o f importance for self-control and cooperation. The 
majority o f the secondary teachers did not perceive assertion as being critical to 
classroom success. At least 50% of the middle school teachers indicated six skills as 
being vital to classroom success: (a) responds appropriately to aggression from peers,
(b) responds appropriately to teasing by peers, (c) attends to instruction, (d) controls 
temper with peers, (e) complies with directions, and (f) responds appropriately to peer 
pressure. High school teachers rated eight social skills as being crucial to success:
(a) responds appropriately to aggression from peers, (b) responds appropriately to teasing 
by peers, (c) receives criticism well, (d) attends to instructions, (e) controls temper with 
peers, (f) controls temper with adults, (g) complies with directions, and (h) responds 
appropriately to peer pressure. Both middle and high school teachers agreed on six skills:
(a) responds appropriately to aggression from peers, (b) attends to instructions,
(c) controls temper with peers, (d) controls temper with adults, (e) reacts appropriately to 
peer pressure, and (f) complies with directions.
Lane, Givner, and Pierson (2004) also examined the expectation level o f general and 
special education teachers for student behavior at the elementary level. The purpose of 
this second study was to: (a) examine the extent to which teachers perceive assertion, 
self-control, and cooperation as vital to school success, (b) identity the specific social 
skills viewed as critical, and (c) determine whether classroom level, program type, or 
experience impacts expectation levels o f social behaviors.
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One-hundred and twenty-six teachers volunteered to participate in the study. One- 
hundred and five participants were general education teachers and 18 participants taught 
in a special education setting. Three teachers listed themselves as other. The grade level 
taught by the teachers ranged from: (a) primary (kindergarten to grade three),
(b) intermediate (grades four to six), and (c) combined (kindergarten to grade six).
Similar to the study focusing on middle school and high school teachers (Lane et al., 
2004a) the teachers completed a questionnaire during a staff meeting. The questionnaire 
was comprised of 30 social skills from the Social Skills Rating System (SSRS) (Gresham 
& Elliott, 1990). The SSRS was the same questionnaire used in the Lane et al. (2004) 
study. Three, one-way fixed effects multivariate analyses of variance (MANOVA) were 
conducted to identity significant disparities in the perceived importance o f social skills 
among the following subgroups: (a) primary, lower levels, and combined teachers,
(b) general educators and special educators, and (c) novice teachers and experienced 
teachers.
Assertion was viewed as being least significant to the overall success in the classroom 
by the majority o f the teachers. Over half o f the teachers rated the seven social skills 
related to self-control and cooperation as vital to student success: (a) controls temper with 
peer, (b) uses free time acceptably, (c) controls temper with adults, (d) follows directions,
(e) responds appropriately when hit, (f) attends to instructions, and (g) gets along with 
people.
Lane et al. (2004b) concluded that general education and special education 
elementary teachers perceive self-control and cooperation as critical for student success 
in the elementary classroom environment. They maintained that students with behavioral
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problems or social skill deficits who are included in the general education classroom 
should be taught social skills that general education teachers perceive to be critical for 
classroom success by the general education teachers. Lane et al. (2004b) indicated that all 
teachers must be aware o f the varying expectation levels concerning social skills in order 
to develop effective individualized instruction for students with social skills deficits.
Merrell and Merz (1992) investigated the relationship between social competency 
skills and disability labels across 12 school districts. Students with mild disabilities in the 
categories o f learning disabilities, mental retardation, and behavior disorders were 
compared to students without disabilities and students labeled at risk for school failure 
who received some form of compensatory or remedial services.
The participants were early childhood and elementary education students in 
kindergarten through sixth grade. The students ranged in age from 5 to 13- years-old and 
were separated into five groups: (a) students with learning disabilities, (b) students in 
general education without disabilities, (c) students with mental retardation, (d) students 
with emotional disabilities, and (e) students in general education who received remedial 
supports.
The general education and special education teachers randomly selected students from 
their class and rated the students using the Walker-McConnell Scale o f  Social 
Competence and School Adjustment (SSCSA) (Walker & McConnell, 1988). The SSCSA 
consists of 43 Likert-type items, with a 1 to 5 rating scale (e.g., one being never occurs, 
to five being frequently occurs). The items on the scale describe adaptive social 
behavioral competencies in a school setting. The SSCSA is comprised o f three subscales
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that measure a teacher’s preferred social behavior, peer-preferred social behavior, and 
school adjustment behavior.
A Multivariate Analysis o f Variance (MANOVA) was conducted to establish group 
membership based on disability across all groups. The students in the general education 
group demonstrated lower social competency deficits than did all o f the other groups of 
students. Overall, the students with behavioral problems scored the lowest. Merrell and 
Merz (1992) concluded that students with mild disabilities are more likely to develop 
social behavioral competence deficits than students without disabilities.
Research conducted by Baumgart, Filler, and Askvig (1991) attempted to identify the 
level of importance that special education teachers and other professionals place on social 
skill instruction within the curriculum. They also correlated the importance of social skill 
instruction within the curriculum to the frequency o f social skill goals as indicated on the 
Individualized Educational Plans (lEPs).
Two hundred and eighty-six special education teachers participated in the study. 
Thirty-six special education experts also participated in the study based on geography, 
disability, availability, previous professional contact with authors, and their willingness 
to participate. Experts were defined as professionals (e.g. university professors, special 
education administrators, and school site administrators).
Baumgart et al. (1991) created a 5-point Likert-type questionnaire to assess;
(a) teacher and expert perceptions concerning the importance o f social skills, and
(b) teacher and expert rankings o f social skills as compared to other skill areas
(e.g. balancing a checkbook, managing a home budget, and using a calculator to solve 
story problems). The survey was comprised o f seven skill descriptions with an
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explanation o f a disability and various skills. All participants rated the skill descriptions 
on a scale o f one to five (one being not important and five being essential).
Data were collected in two phases. In Phase I, the participants completed the 
questionnaires. The return rate for the questionnaire was 58.3% for teachers, 49.6% for 
parents, and 58.3% for experts, for an overall return rate o f 43.3%. In Phase II, 
interviews were conducted with 26 teachers and the Individualized Educational Plans 
(lEPs) o f the teachers were reviewed for the level, content, and instructional method of 
social skills being provided. The experts did not participate in Phase II of the study.
Questiormaire data were analyzed using a three-way. Analysis of Variance (ANOVA). 
The ANOVA revealed significance for the rater group (e.g., teacher and expert) and the 
disability category (e.g., learning disability, moderate disability, and severe disability). 
Teachers and experts rated social skills as critical for students regardless of disability 
category. The interview data indicated that 83% of the 26 teachers included social skills 
goals in the lEPs for 34% of their students. The interviews also revealed that 45% of the 
teachers incorporated social skills instruction into the curriculum at regularly scheduled 
times; 33% of the teachers conducted one-on-one social skill instruction with students; 
22.1% conducted small group instruction; 22.1% provided instruction in large groups; 
and, 22.1% used combination instructional methods.
Baumgart et al. (1991) concluded that teachers and professionals rated certain social 
skills (the specific skills were not identified by the authors) as important. It appears that 
teachers and experts within the field perceive social skill instruction as an integral 
component o f the curriculum.
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The literature is consistent with regards to the value teachers place on social skills and 
the positive impact social skills has on the ability to deliver effective instruction in an 
inclusive setting. Both special and general education teachers value social skills. In order 
to develop effective individualized instruction for all students with social skills deficits, 
educators must be exposed to and taught how to instruct the diverse social skill levels 
present in school settings. Teachers must be afforded appropriate training, time, and 
resources to provide effective direct or incidental instruction o f social skills.
Parental Perceptions
Parents play a vital role in the educational achievement of their children. They are 
charged with providing a nurturing environment to help their children development 
socially, academically, and emotionally. The successful performance o f social skills is 
not only essential in a classroom setting, but also within the home. Educators must be 
familiar with the behavioral, academic, and social expectation o f parents as it is possible 
that the expectations may differ for each setting.
As part of a follow-up study that examined the social skill expectations of elementary 
and secondary teachers o f students (Beebe-Frankenberger, Lane, Bocian, Gresham, & 
MacMillan, 2005) examined the behavioral expectations held by parents for their children 
in instructional settings and home settings. Thirty-three elementary students were 
selected to participate in the study based on teacher-identified academic and/or 
behavioral concerns. Parents completed the Social Skills Rating System-Parent Version 
(SSRS-P) (Gresham & Elliott, 1990).
The parent survey was comprised o f 52 items. Forty items assessed the frequency of 
social skill occurrence at home and parental perception of the importance of social skills.
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Twelve items addressed specific problem behaviors. All items were rated on a 3-point 
Liker-type scale (e.g. zero being never, one being sometimes, and two being very often). 
The parent survey evaluated parental perception o f a skill’s importance to their child 
success (e.g. zero being not important, one being important, and two being critical).
Beebe-Frankenberger et al. (2005) combined the parental responses to the SSRS-P 
into a problem behavior (PB) group and a comparison group (COMP). The problem 
behavior group (PB) consisted of nine boys and four girls who received a standard score 
o f greater than 115 on problem behaviors. The comparison group (COMP) consisted of 
15 boys and nine girls who received a standard score o f less than 115 on problem 
behaviors.
Beebe-Frankenberger et al. (2005) used descriptive procedures to analyze the data 
collected. They evaluated parental perceptions o f the importance o f specific social skills. 
Social skills were considered important when parents scored the skill as critical on the 
survey. A skill was considered socially significant when it was identified as critical by at 
least 60% of the parents. The social skills domains of cooperation, self-control, assertion, 
and responsibility were used to differentiate the skill expectations held by the parents.
Beebe-Frankenberger et al. (2005) found that parents o f students in the PB group 
scored 11 skills as critical; (a) informs parent before going out with friends, (b) avoids 
situations likely to result in trouble, (c) follows household rules, (d) reports accidents to 
appropriate persons, (e) controls temper in conflicts, (f) ends disagreements calmly,
(g) speaks in an appropriate tone o f voice, (h) acknowledges praise from friends,
(i) appropriately expresses feelings when wronged, (j) receives criticism well, and 
(k) is self-confident in social situations. However, in the COMP group only three skills
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were rated as critical by the parents: (a) informs parent before going out with friends,
(b) controls temper in conflicts with you, and (c) ends disagreements calmly. The 
parental ratings o f social skills for the COMP group primarily fell under the self-control 
domain. No social skills were marked as critical by the parents in the cooperation domain 
for this group.
Beebe-Frankenberger et al. (2005) concluded that overall parents valued social skills 
in the self-control domain. They also maintained that parents assess the importance of 
social skills based on the impact o f the behaviors in the home setting.
Baumgart et al. (1991) investigated the level o f importance that parents place on 
social skills instruction within the school curriculum. They also correlated the ratings of 
importance of social skills instruction within the curriculum with the frequency o f social 
skill goals within an Individualized Educational Plan (lEP) and the number o f social 
interactions among students with disabilities and their typical peers within the school 
setting.
Two hundred and eight-six parents of children with disabilities were selected to 
participate in the study. The parents were nominated by their child’s teacher based on 
previous working relationships and the possibility they would participate.
Baumgart et al. (1991) created a 5-point Likert-type questionnaire to assess:
(a) parent perceptions concerning the importance o f social skills, and (b) parent rankings 
o f social skills as compared to other skill areas (e.g. balancing a checkbook, managing a 
home budget, and using a calculator to solve story problems). All parents rated the skill 
descriptions on a scale o f one to five (one being not important and five being essential). 
The return rate on the questiormaire from parents was 49.6%.
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The data from the questionnaires were analyzed using a three-way Analysis of 
Variance (ANOVA). The majority o f the parents rated social skills as either important or 
somewhat important (e.g. the specific skills were not identified by the authors). Baumgart 
et al. (1991) concluded that the parental expectations varied depending on the social or 
academic demands of a home or classroom setting. Overall, parents perceived social 
skills as an important and integral component in the instructional curriculum.
Parents do indeed value social skills. However, parental expectations vary depending 
on the social or academic demands of a home or classroom setting. Overall, the research 
indicates that parents consider social skills as an important and integral component in the 
instructional curriculum (Beebe-Frankenberger, Lane, Bocian, Gresham & MacMillan, 
2005; Baumgart et al., 1991).
Effectiveness o f Social Skills Training for Students 
With Disabilities
Several studies have been conducted to examine the effectiveness o f social skills 
training for students with learning disabilities, emotional disabilities, and mental 
retardation. Researchers have found significant treatment effects when exploring the 
impact o f social skills training on the overall social skill and social competence abilities 
o f students with disabilities (Fomess & Kavale, 1996; Kavale, Mathur, Fomess, 
Rutherford, & Quinn, 1997; Gresham, Cook, Dean, & Kern, 2004; Gresham et al., 2006; 
Mathur, Kavale, Quinn, Fomess, & Rutherford, 1998; Quinn, Kavale, Mathur, 
Rutherford, & Fomess, 1999).
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Gresham et al. (2006) investigated the impact o f rigorous social skills instruction on 
the behavioral deficits o f students. The purpose of the study was to: (a) solicit 
participation o f students who display similar social skill deficits, (b) explore the 
implementation o f a social skills intervention, and (c) examine the effects o f differential 
reinforcement o f other behaviors across settings and time.
Four general education students between the ages o f six and eight were nominated by 
their teachers to participate based on observed social skill deficits. Student A had 
difficulty interacting with peers. Student B struggled with initiating relationships with 
classmates and joining playgroups during recess. Student C was inattentive, impulsive, 
and being treated for attention deficit hyperactivity disorder. Student D demonstrated 
physical aggression towards his classmates and difficulty controlling his temper.
The measures used for this study included the Social Skills Rating System-Teacher 
(SSRS-T) (Gresham & Elliott, 1990), the Critical Events Index (Walker & Severson, 
1990) and direct observations. In the first phase of the study, teachers nominated students 
based on an operational definition o f inappropriate behaviors displayed by students at risk 
for emotional and behavioral difficulties. The student behaviors were rank-ordered on a 
scale of 1 to 10 (one being the most severe and ten being the least). The operational 
definition included: (a) often starts fights and/or arguments with peers, (b) demonstrates 
verbal and/or physical aggressive towards peers, and (c) exhibits hyperactive, inattention, 
defiance, and noncompliance in a classroom setting.
The teachers completed the Social skills Rating System (SSRS) (Gresham & Elliott, 
1990) during pre-intervention and post-intervention and the Critical Events Index (CET) 
(Walker & Severson, 1990) for the students. The SSRS is a 30-item rating scale to
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measure three social skill domains (e.g., problem behaviors, social skills, and academic 
competence). The CEI is comprised o f 33 items designed to assess the intensity, 
frequency, and externalizing/internalizing factors of challenging behaviors that may or 
may not have occurred in the last six months. Students were considered for participation 
in the study if  they had: (a) a total social skills score o f less than 85 and a total problem 
behavior score greater than 115 on the SSRS, and (b) a score o f one or greater on the CEL
The direct observations were conducted to determine the effectiveness o f social skills 
training in decreasing challenging behaviors. Total disruptive behavior (TBD), alone time 
(AT), and negative social interaction (NSI) were assessed during baseline, intervention, 
and maintenance across settings and over time. Total disruptive behaviors were actions 
that interrupted the classroom environment and instruction. Alone time consisted of a 
student being five feet or more away from another student and not socially engaged or 
not participating in typical playground (recess) activities (e.g., sitting alone, kicking balls 
o f wall alone). Negative social interactions involved the student exhibiting physical or 
verbal aggression towards their classmates (e.g., biting others, hitting others, pinching, 
cursing, or threatening others).
In four, single-subject reversal designs (ABAB) data were collected for five sessions 
per phase targeting TBD, AT, and NSI. All students received social skills instruction for 
20 weeks for a total o f 60 hours. The social skills instruction included: (a) direct 
instruction, (b) rehearsal, (c) feedback/reinforcement, (d) and reductive procedures.
Social skill lessons were presented through verbal and modeled instruction. Rehearsal 
allowed for practice o f the skill topic. Specific feedback and evaluation were given based 
on the quality o f student skill execution during role-play performance. Reductive
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behavioral strategies were employed to decrease or remove competing behaviors 
(e.g., timeout, response cost, forms of differential reinforcement).
Gresham et al. (2006) used estimates o f the effect sizes for each o f the target 
behaviors to determine the effectiveness o f the intervention. According to the data, all 
four students demonstrated improvement across all three target behaviors (e.g. total 
disruptive behavior, alone time, and negative social interaction). Students A and D 
demonstrated the largest improvement for total disruptive behaviors and alone time. 
Students A, B and D demonstrated improvement in AT on the playground. All students 
were rated higher by their teachers on the SSRS-T during post intervention. Based on the 
findings, Gresham et al. (2006) concluded that students who receive extensive social 
skills training exhibit a reduction in inappropriate behaviors and a improvement in the 
acquisition and performance o f social skills.
Miller, Lane, and Wehby (2005) studied the effects o f social skills training on 
inappropriate classroom behavior o f students with high-incidence disabilities. The study 
focused on; (a) establishing an individualized instructional program focusing on 
acquisition deficits, (b) using evidence-based instructional strategies, (c) implementing a 
generalization phase, and (d) conducting the intervention in a realistic setting. The 
multiple-baseline design study involved five males and two female students. Three of the 
seven students were labeled as having an emotional disability, two had a specific learning 
disability, one had mental retardation, and one had attention deficit hyperactivity 
disorder.
The classroom teacher nominated the students for participation in the study based on 
social skill acquisition deficits. The teacher completed the Social Skills Rating System-
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Teacher Version (Gresham & Elliott, 1990) to establish baseline behaviors and during the 
post-intervention phase to evaluate student progress. Students were placed in the two 
groups based on grade level and gender. Two intervention groups were established based 
on acquisition deficits, which in turn provided the basis for the social skill instruction. 
During the intervention phase, the classroom teacher taught social skills through direct 
instruction, three to four days a week for 30 minutes in a special education classroom. 
Both groups received the same amount o f social skills intervention. The intervention 
phase lasted for six weeks. Following every fifth session, the students completed a review 
lesson to re-teach and assess mastery levels. Make-up lessons were completed at this time 
as necessary.
The intervention sessions were adapted from Social Skills Intervention Guide (Elliott 
& Gresham, 1991) and were organized to address five behavioral domains (e.g. 
cooperation, assertion, responsibility, empathy, and self control). The intervention 
involved the following steps: (a) demonstration, (b) modeling, (c) guided practice with 
feedback, (d) independent practice, and (d) generalization. The students received positive 
reinforcement when they exhibited appropriate behaviors.
The study used a multiple-baseline design across the two groups o f students. The data 
were analyzed across the groups for inappropriate classroom behaviors and academic 
engagement through visual inspection. The behaviors (e.g., arguing, provoking 
comments, teasing others, threats o f aggression toward others, physical aggression 
towards others, and aggressive physical acts) were tracked for 15-minute intervals during 
the social skills lesson in all phases o f the design. The individual student’s token 
economy served as an additional data collection method to evaluate student performance.
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Through visual inspection, comparisons o f the mean scores, and calculation of effect 
sizes, the data demonstrated a decrease in inappropriate classroom behavior and an 
increase in academic engagement between the baseline and intervention phases for all 
participants. Problem behaviors for several students decreased and academic engagement 
increased. The results of the Social Skills Rating System-Teacher Version completed by 
the teachers following intervention confirmed the social skill progress o f the students.
Lane (1999) examined the effectiveness o f academic and social skill interventions to 
improve the academic and social behaviors o f young children. The goal was to intervene 
early with students considered at-risk for developing anti-social behavior in order to 
decrease the potential o f destructive social behavior.
Six first-grade teachers participated in the study. The teachers were asked to:
(a) nominate students for participation in the study, (b) complete the Social Skills Rating 
System (Gresham & Elliott, 1990) and the Critical Events Index for each student (Walker 
& Severson, 1992), and (c) assess the acceptance and effectiveness o f the intervention.
Fifty-three children who returned signed parental consent forms participated in the 
study. Thirty-nine o f the children were selected to participate as a result o f teacher 
nomination and 14 students were selected randomly to participate.
Six classrooms were randomly assigned to one of three different intervention groups: 
(a) academic intervention, (b) social skills intervention, and (c) treatment contact control 
group. Over a six-week period, the three intervention groups met four days a week for 30 
minutes.
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In the academic intervention condition, the Phonological Awareness Training fo r  
Reading Program (Torgesen & Bryant, 1994) was used to supplement the reading lesson 
in the form o f 25 scripted lessons. During the social skills intervention, the students 
received direct instruction o f social skills using the Social Skills Intervention Guide: 
Practical Strategies fo r  Social Skills Training in 25 lessons (Elliott & Gresham, 1991). 
The control group received the presentation of information not associated with the other 
two conditions (e.g. jobs in the community, measures o f time, safety signs, and the five 
senses).
A two-way Analysis o f Variance (ANOVA) was conducted for each condition o f the 
intervention phase. According to the data neither intervention (e.g. social skills 
intervention or academic intervention) demonstrated significance in increasing academic 
performance or social competence. Decreases in inappropriate behaviors over time were 
evident for the students in the academic intervention group. Even though the results did 
not provide evidence as to whether academic or social skills intervention were successful 
in improving student academic or social performance. Lane (1999) concluded that the 
minimal improvements the participants experience (e.g., improvements in reading and 
phonological awareness) were maintained over time.
In a study designed to investigate the impact of a school-wide discipline program on 
the occurrence o f problem behaviors displayed by young children, Lewis, Sugai, and 
Colvin (1998) examined the effects of a social skills instructional program paired with 
direct interventions on inappropriate behavior. The study focused on behavior support 
across three school settings (e.g. recess, cafeteria, and hallway transition). Problem 
behaviors were paired with a positive replacement behavior. School rules, exclusive to
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each setting, were then paired with the replacement behaviors. Next, social skill lessons 
targeting each school rule and setting were developed and implemented.
One hundred and ten elementary school students and seven teachers (five general and 
two special education) participated in the study. All students attended a suburban 
elementary school that had been identified as an at-risk school.
A multiple-baseline design across settings (recess, cafeteria, and hallway transition) 
was used to ascertain the effect o f social skills instruction and direct intervention on 
problem behaviors. Following one week of baseline data collection, social skill 
instruction aimed at cafeteria problem behaviors began. Transition began two and three 
weeks after baseline. Once the social skills instruction was implemented across all 
settings, direct setting intervention began to promote generalization. Probes were 
collected one month after the direct settings intervention.
Visual inspection was used to identify significance between conditions and for each 
condition. A single-rate data point was used to represent all of the tally counts of the 
target behaviors. Stability o f the data was set at 80% of the data points within a range of 
15% of the mean. The data established a decrease in problem behaviors across all 
targeted settings (cafeteria, recess, and hallway transition) following social skills 
instruction and maintenance was demonstrated during follow-up. According to the data, 
Lewis et al. (1998) concluded that social skills instruction paired with direct instruction 
produced reasonable reductions in the targeted behaviors across all settings.
Chalmers and Townsend (1990) investigated the impact of social skills training on 
institutionalized female delinquents. The study was designed to ascertain whether social 
skills training through role playing would increase the perspective-taking abilities o f the
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girls. Chalmers and Townsend (1990) also anticipated that social skills training would 
result in generalization effects for the following behaviors: (a) interpersonal problem 
analysis, (b) empathy, (c) acceptance o f individual differences, and (d) referential 
communication.
Sixteen girls, 10 to 16-years-old, participated in the study. All participants were 
residents of a minimum security institution for youth considered to be habitually 
antisocial or maladjusted. The participants were grouped into two treatment conditions: 
(a) social perspective training (SPT), or (b) fitness training.
The students were given several assessments during pre-training and post training. 
The first was a shortened version of the Social Perspective-Taking Task (SPT) (Chandler, 
1973) that measured whether the student comprehends the perspectives o f others. The 
student is given a scenario and told to retell the story from the point o f view of the main 
character. A score o f zero is given for demonstration o f advanced social perspective 
taking, and four is given for not being able to differentiate the knowledge and emotions 
o f others. The second assessment measure was the Interpersonal Problem Analysis Task 
(Marsh, Serafica, & Barenboim, 1980). This measure determines one’s ability to:
(a) define interpersonal problems, (b) propose alternative solutions, (c) specify probable 
consequences, and (d) select an adequate solution that takes into account the other 
characters in the dilemma. The assessment is scored on a scale o f zero to 16 with zero 
being not able to analyze or resolve interpersonal scenarios and 16 being advanced 
abilities. The Index o f  Empathy (Bryant, 1982) was used to measure a student’s emotional 
response to perceived emotional experiences o f others. The Index consists o f 22 yes or no 
questions (e.g. It makes me sad to see a girl who can’t find anyone to play with). The
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Acceptance o f  Individual Differences (Duke & Nowicki, 1972) was used to measure the 
approximate physical distance (e.g. personal space) someone would allow from a person 
o f the same gender and/or age. The final pre-assessment measure was the Referential 
Communication Task (Cohen & Klein, 1968) and was used to assess a student’s ability to 
communicate intelligibly with others.
The students met in 15, one-hour sessions over six weeks. The format o f the SPT  
session was: (a) explanation o f specific interpersonal skills, (b) student demonstration of 
the skills, (c) practice and rehearsal of skill, and (d) coaching, feedback and comments 
recorded by the teacher. During the final session of the SPT, the participants chose, set 
up, and staged the most popular scenarios for video-recording. In the fitness condition, 
the students: (a) set personal and fitness goals, (b) planned fitness activities, and
(c) carried out pre-and-post assessments. During the last session of the fitness training, 
the students worked on trampoline coaching.
Through observation and an Analysis o f Variance (ANOVA) with repeated 
measures, Chalmers and Townsend (1990) found that the Social Perspective-Taking Task 
significantly increased the ability o f the students in the SPT  group to consider the 
viewpoint o f others in various social scenarios. The girls in the SPT  group demonstrated 
an increase in the acquisition of social skills more than did the fitness training group. 
Chalmers and Townsend (1990) found significant levels o f improvement in resolving 
interpersonal problems, demonstration o f empathy, the acceptance of individual 
differences, and the ability to communicate appropriately for the SPT  group. Even though 
both groups received comparable amounts o f teacher attention and the opportunity to 
participate in a special program, Chalmers and Townsend (1990) concluded that students
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who demonstrate inappropriate behaviors can indeed exhibit improvement in 
interpersonal skills through social skills instruction. Even through the students in the 
fitness control group, did not exhibit an increase in appropriate behaviors, there was a 
decrease in negative behaviors.
Gresham and Reschly (1986) investigated the soeial skill deficits o f students with a 
documented learning disability. Similar to prior research, they attempted to differentiate 
soeial skills deficits between students with and without disabilities. However, the 
students with learning disabilities who partieipated in this study were included in general 
edueation classrooms for at least 50% of the school day.
Two hundred students, between the ages o f 7.5 and 11.5, participated in the study.
One hundred students with learning disabilities were nominated to participate by 35 
school psychologists. One hundred general education students were nominated by general 
edueators to participate based on attending the same schools as the students with 
disabilities.
Gresham and Reschly (1986) used various rating scales to evaluate the social skills of 
students with learning disabilities across teachers, parents, and peers. The Social 
Behavior Assessment-Teacher {SBA-T) (Stephens, 1981) was used by the teachers to 
evaluate the social skills of the students in kindergarten to eighth grade. The SBA-T  is a 
4-point Likert-type scale that evaluates 134 social skills in areas such as; (a) 
environmental behaviors, (b) interpersonal behaviors, (c) task related behaviors, and 
(d) self-related behaviors. A total score is generated from the sum of the four domains. 
Teachers rate a student’s behavior based on the observations o f the behavior (e.g. 
appropriate levels, low levels, and never exhibited in academic settings). The Social
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Behavior Assessment-Parent (SBA-P) (Crouch, 1980) is a 3-point Likert-type scale 
consisting of 128 items. It was used by parents to rate their child’s social skills at home. 
The SBA-P is separated into the same four categories as the SBA-T. A total score is 
generated from the sum of the four domains.
Three scales were used to measure the acceptance levels o f the students by their 
peers: (a) Play with Rating Scale (PWR) (Oden & Asher, 1977), (b) Work with Rating 
Scale (WWR) (Oden & Asher, 1977), and (c) Structured Peer Assessment (SPA) (Asher & 
Hymel, 1981). The PWR and the WWR require peers to rate the extent to which they like 
to play and work with each other by completing a 5-point Likert-type scale. The SPA asks 
students to rate how often their classmates exhibit 13 behaviors (e.g. says nice things to 
others, says please and thank you, smiles at others).
The general education teachers completed the SBA-T  for the 200 students in the study. 
The parents o f the students in the study completed the SBA-P on their child during a 
home interview or independently. The students completed the PWR, WWR, and SPA in a 
group format that was facilitated by the general education teacher in the classroom.
Several fixed-effects, one-way multivariate analyses (MANOVAs) were conducted to 
assess the teacher rating scale {SBA-T), the parent rating scale {SBA-P), and the peer 
behavioral rating scales {PWR and WWR). Analyses o f the data indicated that students 
with learning disabilities demonstrated significant social skills deficits based on the 
teacher, parent, and peer-rating scales. Specifically, significant deficits in task-related, 
interpersonal, and self-related social skills were identified at school, home, and with 
peers. Gresham and Reschly (1986) concluded that the information gathered was critical 
to the understanding o f the impact social skills deficits have on students with learning
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disabilities. Not only is the impact visible in the classroom setting, but also in the home 
environment.
Recognizing the importance o f addressing social skills deficits in students, Bierman 
and Furman (1984) investigated the impact o f social skills training and peer involvement 
on a student’s ability to be accepted by other peers. They specifically focused on 
conversation skills training, peer acceptance, and involvement.
Fifty-six students were selected to participate in the study based on pre-assessed low 
levels of peer acceptance and conversational skills. Fifty-six additional students who 
demonstrated high levels o f peer acceptance and conversational skills also participated in 
the study. The 112 students were assigned randomly to one of four treatment conditions: 
(a) individual coaching, (b) group experience, (c) group experience with coaching, or 
(d) no treatment. Prior to and following intervention the participants’ conversational 
ability, peer acceptance, and self-perceptions were assessed through: (a) a structured 
conversation, (b) observation o f verbal abilities with peers, (c) completion of the 
Conversational Skill Concept Scale (created for the study), (d) completion of Roster and 
Rating Scale (Hymel & Asher, 1977), (e) observation o f peer interaction rates across 
settings, and (f) completion o f the Social Self-Efficacy Scale (created for the study).
In the pre-assessment phase, a structured conversation was conducted with each 
student. The students were presented with a series o f prompting statements to gage: (a) 
self-expression, (b) questioning other about themselves, and (c) giving suggestions and 
advice. In the observation phase, students were observed in two, 15-minute intervals with 
typical peers o f the same gender. The Conversational Skills Concept Scale required
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students to list optional verbal responses to three scenarios (e.g., talking to peers during 
lunch).
The Roster and Rating Scale is a 5-point Likert type scale used by the students to 
assess the acceptance level o f their peers. During the observations o f verbal peer 
interactions across settings, observers recorded the occurrence and nonoccurrence of 
verbal peer interactions in the lunchroom. Teachers evaluated the verbal peer interaction 
in the classroom by completing a 7-point Likert type scale for six questions:(e.g.. How 
often does this child talk with others in the class?). The authors created the Social Self- 
Efficacy Scale which contained 15 items that used a 9-point Likert type scale (e.g., In a 
group of kids from your class, how good are you at expressing your opinion and saying 
what you think?). Students evaluated how they felt about their self-expression skills and 
potential to be accepted by their peers.
The study was conducted over a period o f six weeks with a total of ten, 30-minute 
training sessions. In the coaching condition the students received a presentation of the 
conversational skills, followed by a discussion of the skills, and practice o f the skill under 
the guise o f creating a video to teach college students about the language of adolescents.
In the group experience condition, students with low levels o f peer acceptance and 
conversational skills collaborated with two peers who exhibited high rates o f peer 
acceptance and conversational skills. The students received directions similar to the 
coaching condition, but did not receive prompts, cues, or rewards for skill performance. 
The group experience condition was conducted similar to the coaching condition in 
which the trainer introduced and discussed the skills with the students. The students 
practiced the conversational skills and received feedback after viewing the video.
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A series o f Multivariate Analyses o f Covariance (MANGO VAs) were condueted to 
determine the treatment effects for the three areas under investigation (conversational 
skills, peer acceptance, and peer interaetion). The results indicated that soeial skills 
training in the form of conversational skills training and peer involvement did have a 
significant treatment effect on peer involvement. Students in the coached group were 
observed being more involved and accepted by their peers six weeks after the 
intervention. Students in the combined group were able to acquire social skills and 
successfully use those skills in soeial settings. The post intervention scores demonstrated 
that the students were speaking with peers more at lunchtime and in the classroom. 
Bierman and Furman (1984) concluded that the provision of coaching and peer 
interaction was an effective tool in the acquisition of social skills.
In a multiple baseline across settings study. Hazel, Schumaker, Sherman, and Sheldon 
(1982) investigated the impact o f social skills training on social and problem-solving 
skills. The goal was to ascertain the effect o f social skills training on the acquisition and 
generalization skills o f youth with learning disabilities.
Twenty-one secondary students were assigned to three groups based on either:
(a) having a documented learning disability, (b) not having a disability, or (c) 
partieipation in a court-mandated program. The group of students with learning 
disabilities was comprised of six boys and one girl who ranged in age from 13-years-old 
to 15-years-of age. The students were assigned to the learning disability group based on:
(a) aehievement assessment scores, (b) evaluation of personal history, and (c) final 
determination by a validation team consisting of teachers and school psychologists.
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Following the initial evaluation, the validation team nominated the students for the study 
based on verification o f no cultural, physical, or emotional disabilities.
The second group consisted o f students without disabilities who attended the same 
sehool as the students with learning disabilities. The validation team used the same 
procedures to assign students to this group (e.g. assessment scores, review o f school and 
personal reeords). Seven girls without learning disabilities (ages 13 to 18) were assigned 
to the second group.
The third group of students included five boys and two girls (ages 14 to 17) whose 
records were not evaluated for the diagnosis of a learning disability. The students were 
referred to the study based on recommendations from their probation officers. The 
referral was based on the soeial skills deficits o f the students. This group of students did 
not attend the same school as the students in the other two groups.
The partieipants were assessed on all of the social skills prior to the intervention to 
determine grouping. Various scenarios requiring the use o f social skills were presented to 
eaeh student and they were direeted to respond to the situation as they typieally would. 
The pre-assessment continued until the student was observed on each social skill. Based 
on these pretest scores the students with and without learning disabilities were assigned 
randomly to two groups. The students on probation comprised a third group and received 
social skills training separately from other participants.
All participants received group social skills training based on six skills targeted as 
being critieal for adolescents with learning disabilities. The skills were: (a) giving 
positive feedback, (b) giving negative feedback, (c) accepting negative feedback,
(d) resisting peer pressure, (e) negotiation, and (f) problem solving in soeial situations.
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All students attended weekly, 2-hour social skill sessions for 10 weeks. The sessions 
were conducted by group leaders who did not know the disability classification o f the 
student.
The social skills training schedules consisted o f seven steps: (a) introduction and 
description o f the skill, (b) discussion o f skill rationale, (c) discussion of appropriate 
settings for skills use, (d) teaching o f skill steps, (e) modeling o f skill through role play,
(f) verbal rehearsal o f the skills steps, and (g) rehearsal o f the skills through role play and 
feedback. During the sessions each student was required to role play the skills at least 
twice until he/she performed the skill without prompting or use o f the skills sheets.
A checklist was completed by the group leader to assess the student response to social 
skills training. The checklist was comprised o f six social skills (e.g. accepting negative 
feedback, giving positive feedback, giving negative feedback, negotiation, problem 
solving, and resisting peer pressure) and contained all steps required to complete the skill 
proficiently. Randomly selected scenarios were used during the role-play portion o f the 
intervention. The scenarios correlated with the six skills o f the checklist.
Through visual inspection. Hazel et al. (1982) found that all o f the students 
demonstrated significant gains across the six skills taught and were able to generalize 
skill use across settings. Specifically, the students with learning disabilities were able to 
learn the skills at the same level and rate as the other students in the study. Hazel et al. 
(1982) concluded that social skills training can increase the acquisition and performance 
rate of social skills for students with disabilities, that social skills training is useful for 
students with or without learning disabilities, and students exhibiting delinquent behavior 
benefit from social skills training.
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In a similar study, Schumaker, Hazel, Sherman, and Sheldon (1982) examined the 
relationship o f learning disabilities and social skills deficits in adolescents. Schumaker et 
al. (1982) focused on social skills that were representative of a typical adolescent’s social 
skill repertoire and social setting requirements. The skills measured were: (a) giving 
positive feedback, (b) giving negative feedback, (c) resisting peer pressure,
(d) negotiating conflict situation, (e) following instructions, (f) conversation, (g) personal 
problem solving, and (h) accepting negative feedback.
Two hundred and thirty-six students in the ninth through twelve grades participated in 
the study. The students came from three different groups: (a) students without learning 
disabilities (n=60), (b) students with learning disabilities (n=l 19), and (c) court- 
adjudicated youth (n=57). All of the students lived in the same county, however, only the 
group of students without disabilities attended the same school.
Checklists comprised o f the eight social skills were used to assess participant 
performance level o f the eight social skills. The checklists contained the steps required to 
complete the skill proficiently. The checklists were completed by trained observer-testers, 
who observed and rated the performance of the social skills. Randomly selected scenarios 
were used during the role-play portion o f the intervention. The scenarios correlated with 
the eight skills o f the checklist.
During the assessment, the trainer described the requirements and the scenario of a 
role play situation to the students. The students were instructed to act out the scenarios 
along with the trainer. The trainer then rated each student’s performance. At the end of 
the assessment session, a score was calculated based on the total skill steps performed 
appropriately.
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An Analysis o f Variance (ANOVA) was conducted to determine the differences, if 
any, that existed between the social skills o f students with learning disabilities, without 
learning disabilities, and students with apparent social skills deficits. Schumaker et al. 
(1982) found that students without disabilities successfully performed the eight social 
skills (66% of the time), whereas students in the other groups performed the skills at a 
slightly lower rate. The students with learning disabilities performed the skills correctly 
approximately 54% o f the time. The students on probation scored the lowest o f all, at 
51% of the time.
Based on the findings, Schumaker et al. (1982) concluded that there is a significant 
difference between the accurate performance o f social skills of students with and without 
disabilities as well as students on probation. The students with learning disabilities 
performed slightly better than students on probation. Schumaker et al. (1982) concluded 
that students with learning disabilities or social deficits may be at risk for failure in future 
social settings (e.g. the classroom) or in employment opportunities.
Rotheram (1982) attempted to address behavior o f students identified as being 
underachievers by investigating the impact o f social skills training on the social 
interactions and academic achievement o f children identified as: (a) disruptive,
(b) underachievers, (c) disruptive and underachievers, and (d) exceptional. Students who 
demonstrated a range o f abilities in both academic and social skills were included in the 
study.
Based on teacher rating scores, 101 students were assigned randomly to either a social 
skills training condition (n=47) or a control condition (n=54). The social skills condition
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included two 4*grade and two 5* grade classrooms. The control group included one 4* 
grade, one 5* grade, and two 6* grade classes.
The initial teacher ratings scales o f achievement and behavior were based on a scale 
o f 1 to 10. The students were assigned to the treatment conditions based on the 
categories: (a) underachievers (n=17) (achievement score o f less than or equal to three),
(b) disruptive (n=40) (behavior score o f less than or equal to three), (c) multiple problems 
(n=29) (achievement and behavior score less than or equal to three), and (d) exceptional 
(n=15) (achievement and behavior score of great than or equal to seven). Each group 
consisted of six participants.
The intervention was conducted over a 12-week period and student progress was 
monitored one year following the study. The students met twice a week and participated 
in social skills training. In the training the social skills training session leaders:
(a) presented a summary o f the selected skill, (b) presented the problem situation,
(c) facilitated a group problem solving of the situations, and (d) provided practice of 
social skills and guided feedback.
The intervention was assessed according to interpersonal problem solving and 
assertiveness, teacher ratings, peer ratings, and academic performance. Following the 
intervention, interpersonal problem solving, and assertiveness were evaluated through the 
administration o f an assertion quiz and the problem solving test. The assertion quiz 
(Rotheram, 1982) requires participants to give their most likely response to 20 
interpersonal problem situations ranging from passive, assertive, and aggressive choices. 
The problem-solving test (Spivack, Platt, & Shure, 1976) involved the reading of seven 
unfinished stories. Students provided the middle o f the story when only the beginning and
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ending where provided by the evaluator for five o f the seven stories. The teacher and peer 
ratings occurred prior to and following the intervention. Teachers scored the popularity 
and behavior o f the student on a scale o f one to ten. The students identified three other 
classmates who they considered to be their best friends. Academic performance was 
monitored through grade point average before the intervention, one month after the 
intervention, and one year after the completion o f the study.
Rotheram (1982) used a factorial design to explore the influence o f social skills 
training on behaviors. The results indicated a significant impact o f social skills training. 
The participants demonstrated an increase in problem solving, assertiveness, teacher 
perceptions, grades, and popularity among peers. The social skills group presented more 
assertive responses for the problem-solving test and the assertion quiz. Rotheram (1982) 
concluded that social skills training increased the overall social and academic abilities of 
the students and the improvement was evident one year after the study as reported by 
teachers’ rating o f achievement.
Students with learning disabilities or social deficits may be at risk for experiencing 
future social settings (e.g. the classroom) or future employment opportunities. Students 
who receive extensive social skills training can experience a reduction of inappropriate 
behaviors across all settings.
Social Skills Training in Teacher Education 
Social skills training is viewed as being a critical component of the overall 
development of students by general and special education teachers. However, many 
teachers report not being adequately prepared to provide effective social skill instruction
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for students who may demonstrate skill deficits (Schumm & Vaughn, 1995). While 
studies have reported that teachers view social skills as being an important component of 
school success, only a limited amount o f research has been done to describe or 
demonstrate the type o f instruction or support provided to general and special educators 
in the pre-service or in-service setting (Battalio & Stephens, 2005). It may be that a first 
year or experienced teacher should be capable o f delivering instruction in all areas, 
especially in implementing a comprehensive behavior management system. However, 
this is the area in which most teachers, first year and experienced, consider themselves to 
be the least prepared (Goodlad & Field, 1993).
Battalio and Stephens (2005) conducted a study that not only investigated the actual 
implementation of social skills in the classroom setting, but also the perception o f social 
skills held by elementary and secondary special education teachers. Specifically, the 
study investigated: (a) the perception o f special education teachers in terms o f social 
skills and social skills training, (b) implementation and monitoring methods o f social 
skills training, (c) provision o f generalization and maintenance o f socials skills, and 
(d) attitudes towards professional development in the areas of social skills. However, the 
study as reported by Battalio and Stephens (2005) has some limitations. The authors did 
not provide comprehensive information on the research design or data collection.
Battalio and Stephens (2005) surveyed 118 elementary and secondary special 
education teachers in a large urban school district. Seventy-four surveys were returned 
out o f the 118. Twenty-one respondents were elementary teachers and 28 taught in either 
junior high or high school. The survey was designed to allow the teachers to assess their
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instruction o f social skills, their training in the area o f social skills, and their perception 
o f its importance in the school setting.
Teachers considered social skills and social skills instruction as crucial to the overall 
development o f students according to Battalio and Stephens (2005). Ninety-four percent 
o f the total respondents consider social skills important, and 49 respondents reported that 
they attempted to find time to incorporate social skills instruction into the curriculum at 
least two to three times a week. Although the results indicated that several of the 
respondents were unclear on how to best incorporate social skills into the curriculum, 
many used a train and hope method. This method was described by the researchers as 
teaching social skills with the hope that they will be generalized across settings (Battalio 
& Stephens, 2005).
Many teachers reported using either self-made materials or commercially purchased 
products. They determined what social skills to teach based on their own judgment, 
understanding student needs, and addressing current challenging behaviors. Battalio and 
Stephens (2005) concluded that although many teachers regard social skills instruction as 
important, most did not adequately implement social skills instruction due the perceived 
invasiveness, comprehension, and time allotment required.
In a qualitative study. Shook (2003) explored the knowledge, skills, and temperament 
o f general education teachers for providing instruction to elementary students with 
behavior challenges. Shook (2003) interviewed the general educators to ascertain their 
perceptions concerning their preparedness to effectively develop, implement, and 
maintain effective classroom management. The data were triangulated with observation 
reports and a knowledge test. The purpose o f the study was to explore pre-service teacher
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perceptions o f their level o f knowledge, skills, and dispositions for working with students 
in the general education setting who exhibit behavioral challenges.
Nineteen pre-service teachers in elementary education who were completing their last 
semester o f coursework prior to graduation participated in the study. The participants had 
taken a classroom management course as part o f their traditional training program in 
which they were introduced to the principles o f behavior analysis and several classroom 
management strategies. Shook (2003) triangulated three different measures for use in the 
study: (a) a knowledge test, (b) interview, and (c) observation reports.
The knowledge test was based on the Florida Professional Education Test (FTCE) 
(Florida Department o f Education, 1999). The knowledge test assessed the material a 
pre-service teacher should have obtained during their pre-service training. The test 
specifically dealt with information from coursework in classroom management and 
inclusive classrooms at the elementary school. The test consisted o f ten items concerning 
strategies and accommodations applicable to address challenging behaviors in the 
classroom.
A 40-minute interview was conducted in person and consisted of three questions:
(a) Do you think you spend too much time on matters o f order and control? (b) Do you 
think your college coursework and experience gave you sufficient preparation in terms of 
classroom behavior management? (c) Do you think your college coursework and 
experience gave you sufficient preparation in terms of special education needs? The 
interviews were tape recorded.
The interview was designed to gather information regarding the pre-service teachers’ 
perceptions o f managing behaviors. The classroom observations were conducted by
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university and master-teaeher supervisors and they evaluated teacher profieiency in 
administering appropriate behavioral practices. The teachers were observed 
approximately 8 times over a 15-week period.
Carney’s Ladder o f  Analytical Abstraction (Carney, 1990) was used to develop a 
data structure to allow for visual inspection of the data. The results demonstrated that the 
pre-service teachers did consider themselves well trained in the areas o f classroom 
management. However, they did not perceive themselves as able to effectively address 
challenging behaviors. Many pre-serviee teachers reported that they were knowledgeable 
o f valuable strategies, but were o f how to successfully implement and modify strategies 
to address individual student behaviors. Shook (2003) concluded that in order for pre­
service teachers to successfully deliver instruction in an inclusive setting, their training 
must include not only the characteristics of students with disabilities or behavior 
problems, but also how to effectively implement intervention concepts and strategies.
In a study designed to identify the preparedness o f teachers to integrate social skills 
into the currieulum, Cosden, lannaccone, and Wienke (1990) investigated the level of 
social skills training that teachers perceived they needed and the variables they believed 
necessary to ensure they would use the skills in the classroom with students. Cosden et al. 
(1990) speeifrcally focused on: (a) status o f current social skills curricula and its 
implementation in secondary classrooms, (b) teacher perceptions o f effective models of 
social skills instruction, (c) access to curriculum resources and materials, (d) level of 
teaeher knowledge o f social skills instruction, and (e) variables that impact the 
importance o f social skills instruction.
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Twenty-three general education teachers and five special education teachers 
participated in the study. All of the participants taught on the same high school campus.
A survey was used to identify the level o f social skill instruction, social skill 
knowledge, resources, and level o f social skill significance perceived by the teachers.
The survey was designed to evaluate a teacher’s level o f engagement with social skills 
instruction. The survey consisted of multiple choice items, multiple selection items, and 
likert-type scale items. Questions were scaled on a continuum from the level o f social 
skills activities incorporated into the curriculum and the creative techniques used in social 
skills instruction. The middle of the continuum reflected the breadth to which social skills 
was actually presented in the curriculum. The bottom of the continuum evaluated the 
reactive or incidental performance of social skills instruction to deal with challenging or 
inappropriate behaviors. The survey also requested the teachers to select one of these 
options on the continuum and provide an explanation o f their perception o f a best practice 
social skills lesson or activity. The teachers rated their access to resources, personal 
knowledge, and perception o f social skills instruction. Teachers then indicated whether 
these areas enhanced, inhibited, or had no impact on their actual implementation o f social 
skills instruction.
A series o f t tests were conducted to evaluate teacher survey responses. Overall, both 
general and special education teachers indicated a great interest in providing and 
developing social skills instruction and curricula, however, the majority stated a lack of 
knowledge o f curricular materials or appropriate teaching strategies. Forty-six percent of 
the teachers reported an interest in teaching social skills as a distinct content area, while 
50% of the teachers indicated an interest in integrating the instruction within other
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subject areas. Sixty percent o f the teachers reported limited or no access to resources to 
support the explicit teaching or inclusion of social skills instruction. Overall, the teachers 
reported a lack of knowledge specifically in the following areas: (a) assessing social 
skills, (b) planning social skills instruction, (c) providing social skills instruction,
(d) evaluating student acquisition of skill, and (e) communicating with team members. 
Cosden et al. (1990) concluded that teacher education must expand current programs to 
incorporate collaborative pre-service and in-service instruction in the foundations of 
social skills and curriculum development. Furthermore, pre-service teachers, both general 
and special educators, must have opportunities to take part in the conceptualization, 
development and implementation o f social skills instruction in self-contained and 
inclusive classroom settings.
Although research demonstrates that teachers regard social skills instruction as 
important, it also indicates that teachers do not implement social skills instruction 
because o f a lack of training, time, and resources. There is a limited amount of research 
available exploring the level of pre-service instruction provided to teachers in this area. 
Pre-service training programs must provide opportunities for general and special pre­
service teachers to explore, investigate, conceptualize, develop, and accurately implement 
social skills instruction in various self-contained and inclusive classroom settings prior to 
employment. Without effective social skills instruction, students with and without 
disabilities will not be successful in school or in life after school.
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Summary
The population o f general education classrooms are expanding to include more 
students with disabilities. These students may present a great challenge to teachers who 
are not prepared effectively to provide social skills instruction. Managing a whole class 
or individual student behavior is quite different, especially when a teacher must consider 
the unique needs o f a student with disabilities. Efficiently providing instruction requires 
teachers, both general educators and special educators, to be prepared to deal with a range 
o f behaviors that may be disruptive, aggressive, or non-age appropriate.
Research demonstrates the effectiveness o f social skills instruction as a tool to 
address the challenging behaviors o f students with and without disabilities. However, 
research also indicates that teachers believe they possess a limited amount of knowledge 
and resources. There is research to support: (a) the definition o f social skills, (b) the 
importance o f social skills from the perspective of teachers and parents, (c) the positive 
impact o f social skills instruction on students with disabilities, and (d) the perception of 
the lack o f socials skills instruction and access to resources at the pre-service level. 
Considering the lifelong impact of social skills on students with and without disabilities, 
it is imperative that this social skills training be offered in a more comprehensive manner 
at the pre-service level and at the in-service level upon employment. This will ensure that 
teachers are better prepared to provide instruction to a more diverse population.
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CHAPTERS
METHOD
Overview
The extent to which students can create and sustain satisfactory interpersonal 
relationships, gain peer acceptance, make meaningful friendships, and terminate negative 
social interaction defines social competence (Kupersmidt, Coie, & Dodge, 1990; Parker 
& Asher, 1987). Children/youth who exhibit poor social skills and lack social 
competence will not develop the aptitude necessary to avoid negative outcomes as an 
adult. An inability to form relationships can lead to anxiety, depression, and 
unemployment (Elksnin, & Elksnin, 2006).
This study investigated the level of social skills training received by general and 
special education teachers in their teacher education programs and in-service sessions. 
Teachers taking classes at nine universities sites completed an online questionnaire. The 
universities were Western Washington University, California State University 
Northridge, New Mexico State University, Emporia State University, Ohio State 
University, Vanderbilt University, San Diego State University, Southern Connecticut 
State University, and the University o f  Nevada Las Vegas. Convenienee sampling was 
employed in the design of the study through the selection of the university sites; however 
the respondents were representative o f a large sample of teachers from rural, urban and 
suburban settings.
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Research Questions
Data were collected to evaluate the effectiveness o f teacher education training 
(program-based and in-service) using a questionnaire comprised of questions focusing on 
the direct and incidental instruction of social skills identified on the Teacher/Staff 
Skillstreaming CAecA:/At developed by McGinnis & Goldstein (1997). The following 
questions were asked.
Research Question 1 : What type o f social skills instruction training do general 
education teachers receive in their teacher education programs?
It was predicted that general education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their teacher education programs.
Research Question 2: What type of social skills instruction training do special 
education teachers receive in their teacher education programs?
It was predicted that special education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their teacher education programs.
Research Question 3: What type o f social skills instruction training do general 
education teachers receive in their in-service training?
It was predicted that general education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their in-service training.
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Research Question 4: What type o f social skills instruction training do special 
education teachers receive in their in-service training?
It was predicted that special education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their in-service training.
Research Question 5: Do special education teachers receive more overall social 
skills instruction training (direct and incidental) in their teacher education programs as 
compared to general education teachers?
It was predicted that special education teachers receive more direct and incidental 
social skills instruction training in their teacher education programs than do general 
educators.
Research Question 6: Do special education teachers receive more overall social 
skills instruction training (direct and incidental) in their in-service training as compared 
to general education teachers?
It was predicted that special education teachers receive more direct and incidental 
social skills instruction training in their in-service programs than do general educators
Research Question 7: In what areas o f social skills do general education teachers 
receive the most training in teacher education programs?
It was predicted that general education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
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Research Question 8: In what areas o f social skills do special education teachers 
receive the most training in their teacher education programs?
It was predicted that special education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
Research Question 9: In what areas o f social skills do general education teachers 
receive the most training in their in-service training?
It was predicted that general education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
Research Question 10: In what areas o f social skills do special education teachers 
receive the most training in their in-service training?
It was predicted that special education teachers receive social skills instruction 
only in the area of beginning social/classroom survival skills.
Research Question 11 : Do special education teachers who teach in self-contained 
classrooms receive more social skills training in their teacher education programs than do 
teachers who teach in resource rooms?
It was predicted that special education teachers who teach in self-contained 
classrooms receive more social skills training in their teacher education programs than do 
resource room teachers.
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Research Question 12: Do special education teachers who teach in self-contained 
classrooms receive more social skills training in their in-service training than do teachers 
in the resource room?
It was predicted that special education teachers who teach in self-contained 
classrooms receive more social skills training in their in-service programs than do 
resource room teachers.
Research Question 13: Do special education teachers who teach in resource rooms 
receive more social skills instruction training in their teacher education programs than do 
general education teachers?
It was predicted that special education teachers who teach in resource rooms 
receive more social skills instruction in their teacher education programs than do general 
educators.
Research Question 14: Do special education teachers who teach in resource rooms 
receive more social skills instruction training in their in-service training than do general 
education teachers?
It was predicted that special education teachers who teach in resource classrooms 
receive more social skills training in their in-service programs than do general educators.
Participants
This study included general education teachers and special education teachers. The 
teachers invited to participate in the study were enrolled in degree programs at 
institutions in rural, urban, and suburban areas nationwide. The study included teachers 
who taught across all educational settings (special and general education) and levels
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(elementary and secondary). All participants completed digital informed consent forms 
prior to accessing and completing the online questionnaire (see Appendix A).
Special and General Education Teachers
Special education teachers who volunteered to participate in the study were enrolled 
in a degree or certification program in curriculum and instruction (elementary or 
secondary) or special education. All teachers were currently teaching. Teacher 
demographic information was collected (see Table 1).
University Facilitators
Eighteen university professors in the area o f special and general education were 
invited to assist in the facilitation o f the online questionnaire. All university facilitators 
signed an informed consent form prior to participation in the study (see Appendix B). 
Demographic information was collected from the university facilitators (see Table 2).
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Table 1
Demographics o f  Special and General Education Teacher
Characteristics Special Education Teachers General Education Teachers
Gender
Male 40 18
Female 110 69
Ethnicity
Anglo-American 108 68
African-American 26 9
Asian/Pacific Islander 5 2
Hispanic 8 2
Middle Eastern 0 2
Other 3 4
{table continues)
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Table 1 (continued)
Demographics o f  Special and General Education Teacher
Characteristics Special Education Teachers General Education Teachers
Teacher Education
Bachelors 150 87
Masters 49 68
Educational Specialist 5 1
Doctorate 5 2
Area of Concentration
Elementary 0 54
Special Education 150 0
Secondary 0 33
Teaching Experience
Number o f Years Teaching
1 -  3 yrs 150 87
4 - 1 0  yrs 0 0
10 years or more 0 0
{table continues)
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Table 1 (continued)
Demographics o f  Special and General Education Teacher
Characteristics
Teachers
Special Education Teachers General Education
Current Teaching Assignment*
Resource Room 69 7
Self-contained Classroom 58 11
Collaborative Consultant 18 0
Grades Taught
Early Childhood
K -  1 9 20
2 - 3 16 24
4 - 5 8 20
6 - 8 13 19
9 - 1 2 8 7
Disabilities among Students*
Learning Disabilities 100 46
Emotional Disabilities 73 28
Mental Retardation 55 14
Orthopedic Impairments 19 5
Autism 74 25
Speech or Language Impairments 58 31
*Note. Some respondents may teach in multiple classroom settings {table continues)
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Table 1 (continued)
Demographics o f  Special and General Education Teacher
Characteristics Special Education Teachers 
Teachers
General Education
Disabilities among Students
Visual Impairments 25 14
Other Health Impairments 58 17
Hearing Impairments/Deafness 24 9
Physical Impairments 25 9
Traumatic Brain Injury 21 4
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Table 2
Demographics o f  Special and General Education University Facilitators
Characteristics Special Education Facilitators General Education Facilitators
Gender
Male 2 7
Female 8 2
Years Teaching in
Higher Education 55 40
Setting
Nine Colleges o f Educations were invited to participate in this study. The universities 
are located throughout the United States o f America in rural, urban, metropolitan, and 
suburban areas.
Participating Universities
University professors were contacted via email and their participation solicited. 
Professors from the following universities agreed to participate: Western Washington 
University is located in the northwestern region of the United States. Western 
Washington University has an aimual enrollment o f approximately 12,700 
undergraduates, and 2,500 graduates. One thousand nine hundred-and seventy- three 
students are enrolled in the Woodring College o f Education (Western Washington 
University, 2005). Ninety-three percent o f the students are enrolled in either elementary 
or secondary initial licensure programs.
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California State University, Northridge has an annual enrollment o f about 33,000 
students with 1,730 students being enrolled in the College of Education (California State 
University, Northridge, 2005). California State University Northridge is one o f the largest 
campuses in the California State University system and is located near Los Angeles in the 
San Fernando Valley.
New Mexico State University is located in Las Cruces, New Mexico. The College of 
Education has an annual enrollment of 2,804 students. Nearly 27,000 students are 
enrolled in the main and branch campuses of the university (New Mexico State 
University, 2005).
Emporia State University, located in Emporia, Kansas, has an annual enrollment of 
6,194 students. Five hundred students are enrolled in the Teachers College (Emporia 
State University, 2005). The university is located in a rural county in Kansas.
The Ohio State University at Lima is located in Lima, Ohio. There are regional 
campuses located throughout Ohio. The Columbus campus is currently the largest single 
campus in the United States. The Lima Campus has an annual enrollment o f about 1,700 
students. Approximately 650 students are enrolled in the College of Education (The Ohio 
State University at Lima, 2005).
Vanderbilt University is located in Nashville, Tennessee and is a private university. 
The University has an annual enrollment of 11,294, students and the Peabody College of 
Education has an enrollment of 1,669 students (Vanderbilt University, 2005).
San Diego State University is located in Southern California and has annual 
enrollment o f 33,441 students. The College of Education is the largest college on campus.
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In the year 2003, over 700 students successfully completed California State licensure 
requirements in the College of Education (San Diego State University, 2006).
Southern Connecticut State University is located in the eastern region of the United 
States. Southern Connecticut State University has an annual enrollment o f 12,127 
students. The College o f Education has an enrollment o f 3,500 students (Southern 
Connecticut State University, 2005).
The University o f Nevada Las Vegas has an enrollment of 25,000 students with 2,800 
admitted to the College o f Education. The University o f Nevada Las Vegas is located in a 
large urban community (University o f Nevada Las Vegas, 2005).
Instrumentation
The instruments used in the study evaluated the type of social skills training received 
by general and special education teachers in their teacher education programs and school- 
based in-services. The questionnaire developed was a compilation o f the checklists from 
the Skillstreaming the Elementary School Child (McGinnis & Goldstein, 1997) and the 
Skillstreaming the Adolescent (Goldstein &McGinnis, 1997) and contained 87 items.
The Modified Teacher/Staff Skillstreaming Questionnaire
Research Press, the publishers o f the Teacher/Staff Skillstreaming Checklist?,, granted 
permission to adapt the two checklists and use the resulting questionnaire in the study 
(see Appendices C & D). The original checklists are screening tools designed to allow 
teachers, staff members, parents, and children/youth to rate the occurrence of a specific 
social skill using a five-point Likert scale. The goal of the checklist is to determine the 
order in which to teach social skills to students experiencing social problems in a school
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setting. The Modified Teacher/Staff Skillstreaming Questionnaire was used to identify the 
level, type (none, direct, or incidental) and area o f social skills instruction provided to 
general and special education teachers in their teacher education and school-based, 
in-service training sessions (see Appendix E).
Materials
Teacher/Staff Skillstreaming Questionnaire
For the purpose o f this study, the Teacher/Staff Skillstreaming Questionnaire was 
used by the participants to rate the level and type and area of social skill instruction 
training received during their teacher education programs or school-based in-service 
training. The 87-item questionnaire focused on whether the teacher received incidental, 
direct, or no instruction on specific social skills in teacher education or in-service 
training. For each item, teachers indicated on a 5-item, Likert scale whether instruction 
on the social skill was: (1) never mentioned and no specific strategy taught;
(2) mentioned, and no specific strategy taught, (3) mentioned and strategies covered 
through incidental instruction, (4) mentioned and a specific strategy discussed, or (5) 
mentioned and a specific strategy taught through direct instruction. A web designer, who 
specializes in online questionnaires, assisted in the development of the online tool. The 
questionnaire was posted online through a dedicated IP address. A hyperlink, 
httn://131.216.58.222/ndobbins/ was established on the first page of the website linking 
participants to the questionnaire.
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Website
The Teacher/Staff Skillstreaming Questionnaire was accessible to participants online. 
Participants, who volunteered to complete the questionnaire, were given a dedicated web 
address through which to access the online questionnaire. The website was accessible for 
a six-month period. All the questionnaire responses were categorized and maintained 
electronically. Access to the information compiled from the questionnaire on the 
dedicated website was limited to one person. Information obtained was used solely for 
the purpose o f statistical analysis and dissemination of information pertaining to the 
purpose o f this study.
Design and Procedures
This study was conducted over a six-month period and consisted o f five phases. The 
phases included online questionnaire development, participant solicitation, questionnaire 
distribution, data collection, and data analysis.
Phase One
Online questionnaire development research. Research Press was contacted and 
granted permission for using and modifying the Teacher/Staff Skillstreaming Checklist 
(McGinnis & Goldstein, 1997; Goldstein & McGinnis, 1997) (see Appendix C & D). The 
adolescent and elementary skillstreaming versions o f the Teacher/Staff Skillstreaming 
Checklist were modified to create the Teacher/Staff Skillstreaming Questionnaire. The 
result was a questionnaire that combined all the social skills listed in the original 
checklists (see Appendix E). The resulting questionnaire contained 87 social skills 
arranged in categories as identified by McGinnis & Goldstein (1997) and Goldstein &
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McGinnis (1997). The categories were: (a) Classroom Survival Skills/Beginning Social 
Skills, (b) Friendship-Making Skills/Advanced Social Skills, (c) Skills for Dealing with 
Feelings, (d) Skill Alternatives to Aggression, (e) Skills for Dealing with Stress, and (f) 
Planning Skills.
The Campus Computing Resource Center on the campus o f the University o f Nevada, 
Las Vegas was instrumental in converting the paper format of the Teacher/Staff 
Skillstreaming Questionnaire to an online format. The website was designed to allow 
online access to approximately 320 participants. A dedicated IP address was generated to 
permit access. The first page of the website displayed the request for informed consent 
prior to participation in the study (see Appendix A). Digital consent was requested on the 
first page o f the site. Digital consent is considered to be a legal consent (C. Lee-Tataseo, 
Office o f the Protection of Human Subjects, personal communication, September 17, 
2005). Participants were not able to access the questionnaire link, unless informed 
consent was given by selecting, “Yes, I consent to participate.” Once consent was 
granted by clicking on “Yes,” participants were directed to the online questionnaire. At 
the completion o f the questionnaire, participant responses were compiled and categorized 
according to response and question number.
Phase Two
Consent. Nine Special Education professors from a convenient representative sample 
of rural, urban, and suburban Colleges o f Education solicited participation from students 
in their classes. The professors served as site facilitators and were responsible for inviting 
one professor from general education to solicit participation of general education 
students. Thus, at each university there were special and general education professors
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soliciting student participation. All professors who agree to participate signed informed 
consent forms (see Appendix B).
Participant selection. At each university the two facilitators (general and special 
education) were responsible for identifying one course scheduled during the fall o f 2006 
and spring o f 2007 in which there were at least 30 students. This course served as the 
setting in which student participation was solicited. Each facilitator presented the study to 
the class prior to the start o f instruction. They stressed that participation in the study was 
voluntary and would not have any impact on their performance in the class. The 
imiversity facilitators were given a protocol description to read (see Appendix F) and 
distribute that described the purpose o f the study and how to access the online 
questionnaire. Each protocol was coded through the listed IP address to track participant 
completion o f the questionnaire.
Phase Three
Questionnaire distribution. University facilitators provided the written instructions to 
participants concerning the purpose o f the study, accessing the questionnaire, and 
completing the online questionnaire. Participants were directed to the questionnaire 
website where informed consent was completed prior to accessing or completing the 
survey. The protocol contained a randomly assigned coded IP address to track participant 
access o f the online questionnaire. Once participants completed the questionnaire, they 
were unable to access the website again.
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Phase Four
Data collection. The online questionnaire was accessible for a six-month period. 
During this time period participant responses were downloaded into a dynamic reporter 
system.
Phase Five
Data analysis. Participant responses were downloaded into a dynamic database and 
grouped based on the reply given. Data from the questionnaire were entered into a 
database using the statistical program SPSS (SPSS, Inc., 2001).
Data Collection
Demographic and Teacher/Staff Skillstreaming Questionnaire responses were 
collected and coded electronically through the online database for six-months. University 
facilitators solicited student participation in their university courses at least three times 
during the fall 2006 and spring 2007 semesters. The dynamic data were organized 
through a database.
Treatment o f the Data
Data from the Teacher/Staff Skillstreaming Questionnaire were analyzed to answer 
the following questions:
Research Question 1 : What type o f social skills instruction training do general 
education teachers receive in their teacher education programs?
Analysis: In order to determine significant differences between the type o f social 
skills instruction provided to general education teachers in their teacher education
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programs, a 2 x 5 (program x type) Chi-Square Goodness of Fit test was conducted. An 
alpha level o f .05 was set.
Research Question 2: What type o f social skills instruction training do special 
education teachers receive in their teacher education programs?
Analysis; In order to determine significant differences between the type o f social 
skills instruction provided to special education teachers in their teacher education 
programs, a 2 x 5 (program x type) Chi-Square Goodness o f Fit test was conducted. An 
alpha level o f .05 was set.
Research Question 3: What type o f social skills instruction training do general 
education teachers receive in their in-service training?
Analysis: In order to detennine significant differences between the type of social 
skills instruction provided to general education teachers in their in-service programs, a 
2 x 5  (program x type) Chi-Square Goodness of Fit test was conducted. An alpha level of 
.05 was set.
Research Question 4: What type of social skills instruction training do special 
education teachers receivein their in-service training?
Analysis: In order to determine significant differences between the type of social 
skills instruction provided to special education teachers in their in-service programs, a 
2 x 5  (program x type) Chi-Square Goodness o f Fit test was conducted. An alpha level of 
.05 was set.
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Research Question 5: Do special education teachers receive more overall social skills 
instruction training (direct and incidental) in their teacher education programs as 
compared to general education teachers?
Analysis: In order to ascertain the significant differences between the level of 
instruction (direct and incidental) provided to special education teachers in their teacher 
education programs, an Independent t-test were conducted. An alpha level o f .05 was set.
Research Question 6: Do special education teachers receive more overall social skills 
instruction training (direct and incidental) in their in-service training as compared to 
general education teachers?
Analysis: In order to ascertain the significant differences between the level of 
instruction (direct and incidental) provided to special education teachers in their in- 
service training, an Independent t-test was conducted. An alpha level of .05 was set
Research Question 7: In what areas o f social skills do general education teachers 
receive the most training in teacher education programs?
Analysis: An Independent Mest was conducted to compare the mean responses for the 
level of instruction provided to general education teachers in their teacher education 
training for the six social skills groups [e.g., (1) beginning social skills/classroom 
survival skills, (2) advanced social skills/friendship making skills, (3) skills for dealing 
with feelings, (4) skill alternatives to aggression, (5) skills for dealings with stress, and
(6) planning skills.] An alpha level o f .05 was set for this analysis.
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Research Question 8: In what areas o f social skills do special education teachers 
receive the most training in their teacher education programs?
Analysis: An Independent Mest was conducted to compare the mean responses for the 
level of instruction provided to special education teachers in their teacher education 
training for the six social skills groups [e.g., (1) beginning social skills/classroom 
survival skills, (2) advanced social skills/friendship making skills, (3) skills for dealing 
with feelings, (4) skill alternatives to aggression, (5) skills for dealings with stress, and
(6) planning skills.] An alpha level o f .05 was set for this analysis.
Research Question 9: In what areas o f social skills do general education teachers 
receive the most training in their in-service training?
Analysis: An Independent r-test was conducted to compare the mean responses for the 
level of instruction provided to general education teachers in their in-service training for 
the six social skills groups [e.g., (1) beginning social skills/classroom survival skills, (2) 
advanced social skills/friendship making skills, (3) skills for dealing with feelings, (4) 
skill alternatives to aggression, (5) skills for dealings with stress, and (6) planning skills ] 
An alpha level o f .05 was set for this analysis.
Research Question 10: In what areas o f social skills do special education teachers 
receive the most training in their in-service training?
Analysis: An Independent f-test was conducted to compare the mean responses for the 
level of instruction provided to special education teachers in their in-service training for 
the six social skills groups [e.g., (1) beginning social skills/classroom survival skills, (2) 
advanced social skills/friendship making skills, (3) skills for dealing with feelings, (4)
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skill alternatives to aggression, (5) skills for dealings with stress, and (6) planning skills.] 
An alpha level o f .05 was set for this analysis.
Research Question 11 : Do special education teachers who teach in self-contained 
classrooms receive more social skills training in their teacher education programs than do 
teachers who teach in resource rooms?
Analysis: An Independent f-test was conducted to compare the mean responses for the 
level of instruction provided to special education teachers in their teacher education 
programs for the five levels (e.g., (1) never mentioned and no specific strategy taught,
(2) mentioned, and no specific strategy taught, (3) mentioned and strategies mentioned 
through incidental instruction, (4) mentioned and a specific strategy discussed, or 
(5) mentioned and a specific strategy taught through direct instruction) between special 
education teachers who teach in resource rooms and special education teachers who teach 
in self-contained classrooms. An alpha level o f .05 was set for this analysis.
Research Question 12: Do special education teachers who teach in self-contained 
classrooms receive more social skills training in their in-service training than do teachers 
in the resource room?
Analysis: An Independent t-test was conducted to compare the mean responses for the 
level of instruction provided to special education teachers in their in-service training for 
the five levels (e.g., (1) never mentioned and no specific strategy taught, (2) mentioned, 
and no specific strategy taught, (3) mentioned and strategies mentioned through 
incidental instruction, (4) mentioned and a specific strategy discussed, or (5) mentioned 
and a specific strategy taught through direct instruction) between special education
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teachers who teach in resource rooms and special education teachers who teach in self-
contained classrooms. An alpha level o f .05 was set for this analysis.
Research Question 13: Do special education teachers who teach in resource rooms 
receive more social skills instruction training in their teacher education programs than do 
general education teachers?
Analysis: An Independent t-test was conducted to compare the mean responses for the 
level of instruction provided to special education teachers in their teacher education 
programs for the five levels (e.g., (1) never mentioned and no specific strategy taught,
(2) mentioned, and no specific strategy taught, (3) mentioned and strategies mentioned 
through incidental instruction, (4) mentioned and a specific strategy discussed, or 
(5) mentioned and a specific strategy taught through direct instruction) between special 
education teachers who teach in resource rooms and general education teachers. An 
alpha level o f .05 was set for this analysis.
Research Question 14: Do special education teachers who teach in resource rooms 
receive more social skills instruction training in their in-service training than do general 
education teachers?
Analysis: An Independent Mest was conducted to compare the mean responses 
for the level of instruction provided to special education teachers in their in-service 
training for the five levels (e.g., (1) never mentioned and no specific strategy taught,
(2) mentioned, and no specific strategy taught, (3) mentioned and strategies mentioned 
through incidental instruction, (4) mentioned and a specific strategy discussed, or 
(5) mentioned and a specific strategy taught through direct instruction) between special
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education teachers who teach in resource rooms and general education teachers. An alpha
level of .05 was set for this analysis.
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CHAPTER 4 
RESULTS
Successful involvement in academic, social, and family relationships is dependent on 
a student being able to acquire and perform social skills effectively as judged by others 
(Gresham, Sugai, & Homer, 2001). Students with social deficits often experience 
cognitive, academic, emotional, and behavioral difficulties across settings that may 
impede their ability to be involved in a variety o f settings and activities. According to the 
literature, general and special education teachers report that social skills are important, 
however, many are naive as to the appropriate manner in which to provide social skills 
instruction (Battalio & Stephens, 2005).
The purpose o f this study was to evaluate the level of social skills instruction 
provided to general and special education teachers in pre-service and in-service training. 
An online questionnaire was developed for use in the study and a dedicated URL address 
was generated to provide access to the questionnaire. A modified version of the 
Teacher/Staff Skillstreaming Checklists (Goldstein & McGinnis, 1997; McGinnis & 
Goldstein, 1997) was used to determine the level, type, and area o f social skills 
instmction provided to general and special education teachers in their pre-service and
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in-service training programs (see Appendix E). Nine university facilitators across the 
country advertised the questionnaire to over 480 licensed general and special education 
teachers enrolled in university-based degree programs. A total o f 237 participants 
completed questionnaire (see Table 1). Data were collected over a six-month period and 
were analyzed using quantitative analyses.
Modified Teacher/Staff Skillstreaming Questionnaire 
The Modified Teacher/Staff Skillstreaming Questionnaire (see Appendix E) was 
adapted from the Teacher/Staff Skillstreaming Checklist (Goldstein & McGinnis, 1997; 
McGinnis & Goldstein, 1997) by compiling the adolescent and the elementary versions 
o f the two checklists. For the purpose of this study, the Modified Teacher/Staff 
Skillstreaming Questionnaire was used to identify the level, type (none, direct or 
incidental), and area of social skills instruction provided to general and special education 
teachers in their pre-service and in-service training sessions. The Modified Teacher/Staff 
Skillstreaming Questionnaire consisted o f 87 items focused on whether the teacher 
received instruction on a particular social skill in teacher education or in-service training. 
For each item, teachers indicated on a 5-item Likert scale whether instruction on the 
social skill was; (1) never mentioned and no specific strategy taught, (2) mentioned and 
no specific strategy taught, (3) mentioned and strategies mentioned through incidental 
instruction, (4) mentioned and a specific strategy discussed, or (5) mentioned and a 
specific strategy taught through direct instruction. The data from the questionnaire were 
analyzed to answer the following questions:
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Research Question 1\ What type o f social skills instruction training do general 
education teachers receive in their teacher education programs?
It was predicted that general education teachers receive a limited amoimt o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their teacher education programs.
Questionnaire data were analyzed using a Chi-Square Goodness o f Fit test to 
determine if  differences existed among the five categories of social skills instruction 
provided to general education teachers in their teacher education programs (see Table 3). 
An alpha level o f .05 was set for this analysis. The results of the Chi-Square test 
indicated a significant difference in the skill categories based on type o f skill instruction 
and program {M= 2601.472,/) < .0001). A significant number o f general education 
teachers reported that within their teacher education program they received a limited 
amount o f instruction on social skills or specific social skill strategies. Forty-two percent 
o f the responses were in category one (i.e., not mentioned/no specific strategy taught) 
indicating that general education teachers received a limited amount o f instruction on 
social skills or specific social skill strategies in their teacher education programs. While 
only 8% of the responses where in category five (i.e., mentioned/specific strategy taught 
through direct instruction), indicating that general educators received a limited amount of 
direct instruction on social skills.
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Research Question 2: What type o f social skills instruction training do special 
education teachers receive in their teacher education programs?
It was predicted that special education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their teacher education programs.
Questionnaire data were analyzed using a Chi-Square Goodness o f Fit test to 
determine if  differences existed among the five categories o f social skills instruction 
provided to special education teachers in their teacher education programs (see Table 3). 
An alpha level o f .05 was set for this analysis. The results of the Chi-Square test 
indicated a significant difference in the skill categories based on type o f skill instruction 
and program Q<2= 642.05,/» < .0001). A significant number o f special education teachers 
reported they received a limited amount of social skills instruction within their teacher 
education program. Twenty-eight percent o f the special education teachers’ responses 
were in category one (never mentioned and no specific strategy taught) and 18% reported 
social skills being mentioned and a specific strategy being taught through direct 
instruction in their teacher education.
Research Question 3: What type o f social skills instruction training do general 
education teachers receive in their in-service training?
It was predicted that general education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their in-service training.
Questionnaire data were analyzed using a Chi-Square Goodness o f Fit test to 
determine if  differences existed among the five categories of social skills instruction
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provided to general education teachers in their in-service education programs (see Table 
3). An alpha level o f .05 was set for this analysis. The results of the Chi-Square test 
indicated a significant difference in the skill categories based on type o f skill instruction 
and program (%^ = 3439.57,/» < .0001). A significant number o f general education 
teachers reported that within their in-service training they received a limited amount of 
instruction on social skills or specific social skill strategies. Forty-six percent o f the 
responses were in category one (i.e., not mentioned/no specific strategy taught) indicating 
that general education teachers received a limited amount of social skills instruction or 
specific social skill strategies in their in-service training. Only 8% of the responses were 
in category five (i.e., mentioned/specific strategy taught through direct instruction), 
indicating that general education teachers received a minimal amount o f direct instruction 
regarding social skills in their in-service training.
Research Question 4: What type of social skills instruction training do special 
education teachers receive in their in-service training?
It was predicted that special education teachers receive a limited amount o f direct 
or incidental instruction concerning social skills development and instruction for students 
with disabilities in their in-service training.
Questionnaire data were analyzed using a Chi-Square Goodness o f Fit to 
determine if  differences existed among the five categories of social skills instruction 
provided to special education teachers in their in-service education programs (see Table 
3). An alpha level o f .05 was set for this analysis. The results o f the Chi-Square test 
indicated a significant difference in the skill categories based on type of skill instruction 
and program = 5674 p  < .0001). A significant number of special education teachers
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reported that within their in-service training they received a limited amount o f instruction 
on social skills or specific social skill strategies in their in-service training. Forty-six 
percent o f the responses were in category one (i.e., not mentioned/no specific strategy 
taught) indicating that special education teachers received a limited amount o f instruction 
on social skills or specific social skill strategies in their in-service trainings. Ten percent 
of the teacher responses were in category five (i.e., mentioned/specific strategy taught 
through direct instruction) indicating that special education teachers received a limited 
amount o f direct social skills instruction in their in-service training.
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Table 3
Summary o f  the Responses o f  Special Education Teachers and General Education Teachers
Special Education Teachers General Education Teachers
Program Teacher In-service Teacher In-service
Preparation Training Program Preparation Training Program
Category
Never Mentioned/ No Specific Strategy Taught (28%) (46%) (42%) (46%)
Mentioned/No Specific Strategy Taught (15%) (1394) (18%) (15%)
Mentioned/Strategies Mentioned Incidentally (19%) (17%) (18%) (17%)
Mentioned/Specific Strategy Discussed (19%) (1394) (14%) (13%)
Mentioned/Specific Strategy taught (18%) (10%) (8%0 (8%)
through Direct Instruction
Note. Percentage o f response per category for Special Education Teachers and General Education Teachers
Research Question 5: Do special education teachers receive more overall social 
skills instruction training (direct and incidental) in their teacher education programs as 
compared to general education teachers?
It was predicted that special education teachers receive more direct and incidental 
social skills instruction training in their teacher education programs than do general 
educators.
Tests o f normality and homogeneity o f variance indicated violations o f the 
assumptions; therefore, the Marm-Whitney non parametric test was performed to 
compare the average responses for the level o f instruction provided in teacher education 
programs. An alpha level o f .05 was set for this analysis. The results o f the Mann- 
Whitney test revealed that special education teachers had significantly more social skills 
instruction than general education teachers in their teacher education training programs 
(U= 4724, Z= -3.54,;?=.G004) (see Table 4).
Research Question 6: Do special education teachers receive more overall social 
skills instruction training (direct and incidental) in their in-service training as compared 
to general education teachers?
It was predicted that special education teachers receive more direct and incidental 
social skills instruction training in their in-service programs than do general educators.
Test of normality and homogeneity of variance indicated violations of the 
assumptions; therefore, the Mann-Whitney non parametric test was performed to 
compare the average responses for the level o f instruction provided in their in-service 
training. An alpha level of .05 was set for this analysis. The results o f the Mann-Whitney 
test revealed no significant difference between special education teachers and general
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education teachers in their in-service training programs (U= 6446.5, Z= -. 154,/?=.8773). 
This indicates that special education teachers did not receive more social skills in-service 
training than general education teachers (see Table 4).
Table 4
Summary o f  Mann-Whitney Test Statistics
Special Education Teacher 
(n=150)
General Education Teacher 
(n=87)
Mean Mean
Teacher Education 99.7 83.7
Special Education 78.1 75.7
Research Question 7: In what areas of social skills do general education teachers 
receive the most training in teacher education programs?
It was predicted that general education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
The general education teachers’ average score was evaluated for the level of 
instruction provided in their teacher education programs for the six social skills groups 
[e.g., (1) beginning social skills/classroom survival skills, (2) advanced social 
skills/friendship making skills, (3) skills for dealing with feelings, (4) skill alternatives to
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aggression, (5) skills for dealings with stress, and (6) planning skills.] The Shapiro-Wilk 
test indicated a violation o f the normality assumption (alpha level set at .05); therefore, 
Friedman’s nonparametric test for repeated measures was used for data analysis. Mann- 
Whitney U tests were used for post hoc comparisons. The post hoc alpha level was 
adjusted to account for the number o f comparisons made (.05/15=.0033). The Friedman’s 
test was significant (%^  = 88.24,/? < 0001) (see Table 5). The results of the Mann- 
Whitney post hoc tests revealed significant differences {p < .0002) between Group One 
(i.e., beginning social skills/classroom survival skills) and the other five groups (i.e., 
advanced social skills/friendship making skills, skills for dealing with feelings, skill 
alternatives to aggression, skills for dealing with stress, and planning skills). The social 
skills group that the general education teachers reported receiving the least amount of 
training in was Group Five (i.e., skills for dealing with stress). The social skills group that 
the general education teachers reported receiving the most training in their teacher 
education programs was Group One (i.e., beginning social skills/classroom survival 
skills).
Research Question 8; In what areas o f social skills do special education teachers 
receive the most training in their teacher education programs?
It was predicted that special education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
The special education teachers’ average score was evaluated for the level of 
instruction provided in teacher education programs for the six social skills groups 
[e.g., (1) beginning social skills/classroom survival skills, (2) advanced social 
skills/friendship making skills, (3) skills for dealing with feelings, (4) skill alternatives to
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aggression, (5) skills for dealings with stress, and (6) planning skills]. The Shapiro-Wilk 
test indicated a violation o f the normality assumption (alpha level set at .05); therefore, 
Friedman’s nonparametric test for repeated measures was used for data analysis. Mann- 
Whitney U tests were used for post hoc comparisons. The post hoc alpha level was 
adjusted to account for the number of comparisons made (.05/15=0033). The Friedman’s 
test was significant (x  ^= 86.4 ],/><.0001) (see Table 5). The results o f the Mann-Whitney 
post hoc tests revealed no significant differences between Group One (i.e., beginning 
social skills/classroom survival skills) and Group Four (i.e., skill alternatives to 
aggression). The social skills groups that special education teachers reported receiving 
the least amount o f training in their teacher education programs was on Group Five 
(i.e., skills for dealing with stress) and the social skills group that special educators 
reported receiving the most training in their teacher education was Group One 
(i.e., beginning social skills/classroom survival skills).
Research Question 9: In what areas o f social skills do general education teachers 
receive the most training in their in-service training?
It was predicted that general education teachers receive social skills instruction 
only in the area of beginning social skills/classroom survival skills.
The general education teachers’ average score was evaluated for the level of 
instruction provided in their in-service training for the six social skills groups 
[e.g., (1) beginning social skills/classroom survival skills, (2) advanced social 
skills/friendship making skills, (3) skills for dealing with feelings, (4) skill alternatives to 
aggression, (5) skills for dealings with stress, and (6) planning skills]. The Shapiro-Wilk 
test indicated a violation o f the normality assumption (alpha level set at .05); therefore.
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Friedman’s nonparametric test for repeated measures was used for data analysis. Mann- 
Whitney U tests were used for post hoc comparisons. The post hoc alpha level was 
adjusted to account for the number of comparisons made (.05/15=.0033). The Friedman’s 
test yielded significance {y^ = 46.49,/? <.0001) (see Table 5). The results o f the Mann- 
Whitney post hoc tests revealed significant differences (p< 0001) among Group Four 
(i.e., skill alternatives to aggression) and Group Five (i.e., skills for dealing with stress). 
Contrary to the prediction, the social skills group that general education teachers reported 
receiving the most training in their in-service training was Group Four (i.e., skill 
alternatives to aggression) and the social skills group they reported receiving the least 
training was Group Five (i.e., skills for dealing with stress). There was no significance 
between the area of instruction covered in their in-service training between Group One 
and Group Four for general education teachers.
Research Question 10: In what areas o f social skills do special education teachers 
receive the most training in their in-service training?
It was predicted that special education teachers receive social skills instruction 
only in the area of beginning social/classroom survival skills.
The special education teachers’ average scores were evaluated for the level of 
instruction provided in their in-service training for the six social skills groups 
[e.g., (1) beginning social skills/classroom survival skills, (2) advanced social 
skills/friendship making skills, (3) skills for dealing with feelings, (4) skill alternatives to 
aggression, (5) skills for dealings with stress, and (6) planning skills]. The Shapiro-Wilk 
test indicated a violation o f the normality assumption (alpha level set at .05); therefore, 
Friedman’s non parametric test for repeated measures was used for data analysis. Mann-
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Whitney U non parametric tests were used for post hoc comparisons. The post hoc alpha 
level was adjusted to account for the number o f comparisons made (.05/15=.0033). The 
Friedman’s test was significant (%^  = 41.94, / k .0001) (see Table 5). The results o f the 
Mann-Whitney post hoc tests indicated significant differences (/?<.0001) between Group 
Four (i.e., skill alternatives to aggression) and Group Five (i.e., skills for dealing with 
stress). Contrary to the prediction, the social skills group that special education teachers 
reported receiving the most training in their in-service training was Group Four (i.e., skill 
alternatives to aggression) and the social skills group they reported receiving the least 
training was Group Five (i.e., skills for dealing with stress). There was no significance 
between the area o f instruction covered in in-service training between Group One and 
Group Four for special education teachers.
Table 5
Summary o f  Chi Square Test o f  Independence Statistics
Program Special Education Teacher 
(n=150)
General Education Teacher 
(n=87)
d f P P
Teacher
Education
86.41 5 0001* 88.24 5 0001*
In-Service
Training
41.94 5 0001* 46.49 5 0001*
Note. */7<.05
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Research Question 77/ Do special education teachers who teach in self-contained 
classrooms receive more social skills training in their teacher education programs than do 
teachers who teach in resource rooms?
It was predicted that special education teachers who teach in self-contained 
classrooms receive more social skills training in their teacher education programs than do 
resource room teachers.
An Independent r-test was conducted to compare the mean responses between 
special education teachers who teach in resource rooms and special education teachers 
who teach in self-contained classrooms for the level o f instruction provided in teacher 
education programs for the five levels [e.g., (1) never mentioned and no specific strategy 
taught, (2) mentioned, and no specific strategy taught, (3) mentioned and strategies 
mentioned through incidental instruction, (4) mentioned and a specific strategy discussed, 
or, (5) mentioned and a specific strategy taught through direct instruction]. An alpha level 
o f .05 was set for this analysis. The results o f the independent r-test indicated no 
significant difference between the two groups (tm  = 0.231,/? = .4087) (see Table 6). In 
their teacher education programs, special education teachers, working in self-contained 
settings did not receive more social skills instruction than special education teachers 
working in resource room.
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Research Question 12\ Do special education who teach in self-contained 
classrooms receive more social skills training in their in-service training than do teachers 
who teach in resource rooms?
It was predicted that special education teachers who teach in self-contained 
classrooms receive more social skills training in their in-service training than do resource 
room teachers.
An Independent Mest was conducted to compare the mean responses between 
special education teachers who teach in resource rooms and special education teachers 
who teach in self-contained classrooms for the level o f instruction provided in their in- 
service training for the five levels [e.g., (1) never mentioned and no specific strategy 
taught, (2) mentioned, and no specific strategy taught, (3) mentioned and strategies 
mentioned through incidental instruction, (4) mentioned and a specific strategy discussed, 
or, (5) mentioned and a specific strategy taught through direct instruction]. An alpha level 
of .05 was set for this analysis. The results o f the independent r-test indicated no 
significant difference between the two groups (tm  = 0.62,/? = .2672) (see Table 6). In 
their in-service training, special education teachers working in self-contained settings do 
not receive more social skills instruction than do resource room teachers.
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Table 6
Summary o f  Independent t-test’s
Program Special Education Special Education
Resource Teacher Self-Contained Teacher
(n=69) (n=58)
Mean SD Mean SD
Teacher Education 247.87 98.10 252.37 108.55
In-Service Training 184.56 92.22 196.00 102.69
Research Question 75; Do special education teachers who teach in resource 
rooms receive more social skills instruction training in their teacher education programs 
than do general education teachers?
It was predicted that special education teachers who teach in resource rooms 
receive more social skills instruction in their teacher education programs than do general 
educators.
An Independent r-test was conducted to compare the mean responses for special 
education teachers who teach in resource rooms and general education teachers for the 
level o f instruction provided in their teacher education programs for the five levels 
[e.g., (1) never mentioned and no specific strategy taught, (2) mentioned, and no specific 
strategy taught, (3) mentioned and strategies mentioned through incidental instruction, 
(4) mentioned and a specific strategy discussed, or, (5) mentioned and a specific strategy
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taught through direct instruction]. An alpha level o f .05 was set for this analysis. The 
results indicated a significant mean difference between the two groups 
(ti4 7  = -3.56, p = .0002) (see Table 7). Special education teachers working in resource 
rooms receive more social skills instruction in their teacher education programs than 
general education teachers.
Research Question 14. Do special education teachers who teach in resource 
rooms receive more social skills instruction training in their in-service training than do 
general education teachers?
It was predicted that special education teachers who teach in resource classrooms 
receive more social skills training in their in-service training than do general educators.
An Independent r-test was conducted to compare the mean responses between 
special education teachers who teach in resource rooms and general education teachers 
for the level o f instruction provided in their in-service training for the five levels 
[e.g., (1) never mentioned and no specific strategy taught, (2) mentioned, and no specific 
strategy taught, (3) mentioned and strategies mentioned through incidental instruction, 
(4) mentioned and a specific strategy discussed, or, (5) mentioned and a specific strategy 
taught through direct instruction]. An alpha level of .05 was set for this analysis. The 
results did not indicate a significant difference between the groups 
(ti47  = -.5650, p = .2865) (see Table 7). Special education teachers working in a resource 
room do not receive more social skills training in their in-service training than general 
education teachers.
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Table 7
Summary o f  Independent t-test's
Program Special Education Resource 
(n=69)
General Education Teacher 
(n=87)
Program Mean SD Mean SD
Teacher Education 247.87 98.09 197.02 75.95
In-Service Training 184.56 92.18 192.64 81.39
These analyses suggest that the amount o f social skills instruction special education 
and general education teachers receive in their teacher education or in-service training 
programs, if  any, is limited. According to the data, most social skills instruction that is 
provided typically is done through incidental instruction.
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CHAPTER 5 
DISCUSSION
Failure to form interpersonal relationships with peers, family members, and teachers 
can place youth/children at risk for negative outcomes in academic and social settings 
(Gresham, Sugai, & Homer, 2001). Appropriate social skills are imperative to achieve 
developmental milestones throughout school. Social competence is dependent upon a 
child’s ability to perform a particular behavior proficiently (Gresham, 2002).
Students with disabilities may exhibit social skills deficits that can impede 
achievement in classrooms or personal settings. These deficits require mediation using 
direct social skills instruction (Elksnin & Elksnin, 2006). However, teachers report that 
they are being prepared in teacher education programs to manage or punish inappropriate 
behaviors rather than provide effective social skills instruction (Jones, Dohm, & Dunn, 
2004). Research indicates that teachers and parents believe social skills are important to 
the success of children/youth (Fox & Boulton, 2003; Gresham, 1998; Lane, Givner, & 
Pierson, 2004; Mathur & Rutherford, 1996). However, little research exists to describe 
the preparation (pre-service or in-service) o f special or general educators to deliver 
appropriate social skills instruction.
The purpose of this study was to evaluate the level of social skills instruction 
provided to general and special education teachers in pre-service and in-service training
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nationwide. Comparisons were made between the type and area of social skills 
instruction provided to general and special education teachers. Data were collected using 
an online questionnaire adapted from the Teacher/StaffSkillstrearning Checklists 
(Goldstein & McGinnis, 1997; McGinnis & Goldstein, 1997).
The modified version, Teacher/Staff Skillstreaming Questionnaire, (Goldstein & 
McGinnis, 1997; McGinnis & Goldstein, 1997), measured the level of social skills 
instruction (direct or incidental) in six areas o f social skills: (a) beginning social 
skills/classroom survival skills, (b) advanced social skills/friendship making skills,
(c) skills for dealing with feelings, (d) skill alternatives to aggression, (e) skills for 
dealing with stress, and (f) planning skills. The questionnaire also evaluated the type of 
instruction: (a) never mentioned and no specific strategy taught (b) mentioned and no 
specific strategy taught (c) mentioned and strategies mentioned through incidental 
instruction (d) mentioned and a specific strategy discussed or, (e) mentioned and a 
specific strategy taught through direct instruction.
Type of Social Skills Instruction
Questions One through Four were analyzed to determine the type o f instruction 
received by general and special education teachers in their pre-service and in-service 
training programs. Question One focused on the type o f social skill instruction provided 
to general education teachers in teacher education programs. The data indicated that 
nearly half (42%) of the general education teachers received no social skills instruction at 
all or where taught no specific social skill strategies in their teacher education programs. 
This finding supports why teachers feel unprepared to provide implement social skills
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instruction (Merrett & Wheldall, 1993). Only 8% percent of the general education 
teachers reported receiving direct instruction on social skills strategies in teacher 
education programs. The findings in this study support the research that maintains 
teachers feel ill-equipped to provide the necessary social skills instruction and 
accommodations for students with disabilities (Merrett & Wheldall, 1993). It appears that 
without this training it is difficult for general education teachers to provide adequate 
instruction in social skills for all students in their classrooms (Schumm & Vaughn, 1995).
Question Two centered on the type o f social skills instruction provided to special 
education teachers in their teacher education programs. The majority of the special 
education teachers (28%) also reported receiving no social skills instruction and no 
mention o f social skill strategies in their teacher education programs. This may be due to 
the tendency within special education programs to focus on specialized content learning 
(e.g., development of Individualized Educational Plans, causes and prevalence o f specific 
disabilities, or academic/functional teaching strategies) rather than social skills 
instruction (Merrett & Wheldall, 1993). It appears that social skills training is a low 
priority nationally in special education teacher education programs.
Question Three analyzed the type of instruction provided to general education 
teachers in their in-service training. Over half o f the general education teachers (46%) 
reported that they received no social skills instruction in their in-service training. This 
may indicate that social skills instruction may not be viewed as a critical curricular 
component in general education settings, especially if it is assumed that students will 
develop academic and social milestones naturally. In-service training conducted in school 
districts that pertains to social skills, positive behavioral supports, or behavior
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management may limit attendance to only special education teachers. It may be assumed 
by school districts that students with social or behavior concerns are typically served in 
special education settings not in general education classrooms. This is an inaccurate 
assumption since the majority o f students with disabilities are served in the general 
education classrooms (U.S. Department o f Education, 2004).
Question Four focused on the type o f instruction provided to special education 
teachers in their in-service training. Almost half o f the special education teachers (46%) 
reported receiving no social skills instruction or strategy training in their in-service 
training. Only, 10% of the special education teachers reported receiving direct social 
skills instruction and strategies training in an in-service setting. These findings support 
current research in which special education teachers indicate they feel unprepared to 
include social skills instruction into the curriculum (Battalio & Stephens, 2005). It may 
be that special educators continue to receive specialized trainings in the areas of 
academic strategies, legal mandates and collaborative strategies rather than social skills 
instruction, even though research indicates teacher weakness in this area (Battalio & 
Stephens, 2005; Schumm & Vaughn, 1995).
Overall Level o f Social Skills Instruction
Questions Five dealt with the level o f social skills training special education teachers 
receive in their teacher education programs as compared to the training level received by 
general education teachers. Findings indicated that special education teachers received 
more social skills instruction in their teacher education programs than did the general
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education teachers. Even though the special education teachers received more instruction, 
the overall findings of this study indicate that the level o f this instruction is very limited.
Question Six identified the level o f social skills instruction provided to special 
education teachers as compared to general education teachers in their in-service setting. 
The data revealed no significant difference in the amount o f social skills instruction 
provided to special education teachers compared to general education teachers in their in- 
service training. This could be due to a lack o f knowledge on the part o f special and 
general education teachers concerning social skills instruction. If a teacher has not 
received adequate training in pre-service education, they can not be expected to seek out 
information on something they know little about. In essence, they don’t know that they 
don’t know. This may result in both special and general educators being reluctant to 
attend non-mandatory trainings. It is possible that there are limited amount o f social skills 
in-service opportunities due to the current focus on standard based assessment as 
mandated by No Child Left Behind (2001). In this era o f scrutiny on content learning 
(e.g., reading, math, science), it may be that schools districts are not focusing on in­
services that do not result in measurable academic outcomes.
Area of Social Skills Instruction
Questions Seven through Ten focused on the areas o f social skills in which general 
and special educators received instruction in their in-service and pre-service training as 
evaluated through the modified Teacher/Staff Skillstreaming Questionnaire for the six 
social skills: (a) beginning social skills/classroom survival skills, (b) advanced social 
skills/friendship making skills, (c) skills for dealing with feelings, (d) skill alternatives to
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aggression, (e) skills for dealing with stress, and (f) planning skills. Question Seven 
evaluated the area o f social skills in which general educators received training in their 
teacher education programs. The data indicated that general educators in their teacher 
education programs received more instruction in the area o f beginning social 
skills/classroom survival skills. The skills within this area are addressed in most 
classroom management curricula as exemplifying appropriate behaviors that are valued in 
the general education setting (e.g., listening, saying thank you, completing assignments, 
following instructions, asking questions, bringing materials to class) (Allsopp, Santos, & 
Linn, 2000; Lane, Givner, & Pierson, 2004a; McGinnins & Goldstein, 1997). This 
indicates that general educators have surface knowledge of social skills instruction.
The area in which general education teachers reported the least amount o f training 
was Group Five that dealt with skills for dealing with stress. Group Five contains skills 
that are more advanced or deep social skills, meaning skills that exist within a student.
The exclusion o f deep social skills instruction from teacher education may be due to the 
assumption that students will develop these skills naturally as they mature (Elksnin & 
Elksnin, 2006). This may be a dangerous assumption due to the stress experienced by 
many students in school today (Elksnin & Elksnin, 2006). Not attending to deep social 
skills instruction may lead to alienated students.
Question Eight focused on the area o f social skills instruction provided to special 
educators in teacher education programs. The data indicated that special educators 
receive approximately the same amount of social skills training in the areas o f Group One 
(beginning social skills/classroom survival skills) and Group Four (skill alternatives to 
aggression). Again, it appears that special education teacher training also focuses on
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surface social skills (Group One), however there is a focus on strong behavior 
management (Group Four). Group Four consists o f skills related to proactive behaviors to 
avoid problem situations. While it is apparent that some incidental instruction is 
occurring in this area for special education teachers in their pre-service training, the level 
at which it is provided indicates a more reactive response as opposed to direct instruction 
o f a skill to prevent the occurrence o f problem behaviors.
Question Nine explored the area o f social skills instruction in which general 
education teachers received the niost training in their in-service training. General 
education teachers reported receiving a limited amount of instruction in the area of 
beginning social skills/classroom survival skills in their in-service training. However, 
they reported receiving the most training in the area o f skill alternatives to aggression in 
their in-service programs. The skills classified under Group Four deal with topics such as:
(a) asking permission, (b) keeping out o f fights, (c) avoiding trouble with others,
(d) accepting consequences, and (e) dealing with consequences.
These findings may indicate that the escalation o f inappropriate behaviors within the 
general education classroom is a rising concern within many school districts. Many 
school systems are attempting to implement and provide in-service training that address 
these issues (Martella, Nelson & Marchand-Martella, 2003). The focus on these two areas 
may be because: (a) teachers receive poor instruction in behavior management strategies 
in pre-service training, (b) teachers may lack the knowledge of how to interpret and draw 
conclusions about student behavior, and (c) typically teachers use a reactive approach 
when dealing with classroom behaviors.
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Question Ten focused on the areas o f socials skills instruction received by special 
education teachers in their in-service training. Similar to general education teachers, the 
special educators received a limited amount o f instruction in the area o f beginning social 
skills/classroom survival skills, but they reported receiving incidental instruction in the 
area of skill alternatives to aggression. This is an important finding in that general and 
special educators received the same type o f in-service training. If they are to function in a 
collaborative environment it is important that they be on the same page when dealing 
with surface social skills and behavior management. However, this is a disappointing 
finding in that special educators do not report receiving deeper social skills training that 
may be necessary for students with more severe disabilities. This may lead to special 
educators feeling ill-prepared to address more severe social skills deficits and behavior 
problems that may arise in the special and general education classrooms.
Teacher Placement versus Level o f Training 
Questions Eleven through Fourteen explored whether special education teachers in 
self-contained or resource room placements received more social skills instruction in 
their teacher education or in-service training programs. This set of questions also asked 
whether teachers in resource room placements received more social skill instruction in 
their teacher education or in-service training than did general educators. The responses 
were evaluated based on five levels: (a) never mentioned and no specific strategy taught,
(b) mentioned and no specific strategy taught, (c) mentioned and strategies mentioned 
incidentally, (d) mentioned and a specific strategy discussed or, (e) mentioned and a 
specific strategy taught through direct instruction.
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Question Eleven focused on whether special education teachers in self-contained 
settings received more social skills training in their teacher education than did special 
education teachers in resource room placements. The data indicated that special education 
teachers in self-contained settings received no more social skills instruction than special 
educators in resource room placements. Apparently, there may be a one size fits all 
instruction occurring in special education teacher preparation programs. That is to say, 
one course in behavior management is offered and all teachers, regardless o f teaching 
environment, take that one course. It appears that teachers in self-contained classrooms 
receive no more specialized training opportunities due to the nature o f the disabilities of 
the students with whom they interact; this is an area that requires further investigation.
Question Twelve explored whether special education teachers in self-contained 
classrooms received more social skills training in their in-service programs than did 
teachers in resource room placements. The data showed no significant difference between 
the levels o f social skills instruction provided through in-service training to special 
educators in self-contained settings or special educators who teach in resource rooms. 
Once again, there may be no differentiation between the level of in-service opportunities 
made available to special education teachers in self-contained settings and/or resource 
classrooms. Further investigation is required to determine the general types o f in-service 
opportunities offered within school districts and the demographics o f those who attend 
them.
Question Thirteen asked whether special education teachers who teach in resource 
rooms received more social skills instruction in their teacher education programs than did 
general education teachers. The data revealed that special education teachers who teach
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in resource rooms received more social skills instruction in their teacher education 
programs than did general educators. This is consistent with other findings in this study 
that suggest special education teachers receive more social skills instruction in their 
teacher education programs.
Question Fourteen examined whether special education teachers who teach in 
resource rooms received more social skills instruction in their in-service training than did 
general educators. The data indicated no significant difference between the level o f social 
skills instruction provided during in-service trainings to special educators who teach in 
resource classrooms and general educators. These findings could be attributed to the 
availability of in-service training in local school districts. If funding is limited, similar 
trainings may be provided to both resource and general education teachers, which may 
explain why there is no observable difference between the two groups.
Conclusions
Several conclusions may be drawn from this study based on the quantitative data that 
were collected. These conclusions must be viewed in light of the limitations o f the study.
1. General education and special education teachers receive a limited amount of 
direct and incidental social skills instruction in their in-service and teacher 
education training programs.
2. Special education teachers receive more overall social skills training (direct and 
incidental) in both their teacher education programs and in-service trainings.
3. General education teachers receive more social skills training in the area of 
beginning social skills/classroom survival skills in their teacher education
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programs, whereas, special education teachers receive more social skills training 
in both areas o f  beginning social skills/classroom survival skills and skill 
alternatives to aggression in their teacher education programs.
4. General education teachers and special education teachers receive the most social 
skills instruction in the area o f skill alternatives to aggression in their in-service 
trainings.
5. Special education teachers who teach in self-contained classrooms do not receive 
more social skills instruction in their teacher education or in-service programs 
than special education teachers who teach in resource classrooms.
6. Special education teachers who teach in resource classrooms receive more social 
skills training in their teacher education programs than did general education 
teachers.
7. Special education teachers who teach in resource classrooms do not receive more 
social skills training in their in-service training than do general education 
teachers.
Summary
Children/youth must be able to competently perform social skills across settings in 
order to develop meaningful personal and professional relationships with peers, family 
members, and teachers (Gresham, 2002). Students who exhibit social skill deficits are at 
risk of experiencing school failure, difficulty initiating and maintaining relationships, 
mental illness, or unemployment (Elksnin & Elksnin, 2006). The literature indicates the 
importance and effectiveness social skills and social skills instruction (Baumgart, Filler,
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& Asking, 1991; Beebe-Frankenberger, Lane, Bocian, Gresham, & MacMillian, 2005; 
Gresham, 2006; Lane, Wehby, & Cooley, 2006).
This study contributes to the current knowledge base by providing evidence 
concerning the lack o f instruction provided to pre-service teachers (special and general 
education) and in-service teachers (special and general education) in the area o f social 
skills. The fourteen research questions in this study focused on the level, type, and 
specific area o f social skills instruction provided to educators in their pre-service and in- 
service training program. The data indicate that neither special education nor general 
education teachers are prepared adequately to provide social skills instruction to students 
within a classroom setting. Overall, teachers do not receive direct social skills instruction 
in pre-service or in-service training programs.
Because schools and teachers are being held accountable for the level o f knowledge 
obtained by their students (A/b Child Left Behind, 2001) the focus of pre-service and in- 
service training may be on the learning of academic curricula, rather than social skills 
instruction. A concern for educators, as classrooms become more inclusive, is that 
teachers must be prepared to deliver instruction that addresses academic deficits, as well 
as social deficits. The data from this study indicate that pre-service and in-service 
teacher education programs are not preparing educators (special and general education) to 
adequately address social skill deficits.
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Recommendations for Further Study
Teachers and parents consider social skills to be very important for the overall 
development o f children/youth. However, current research indicates that teachers feel ill- 
prepared to provide effective social skills instruction in a classroom setting. This study 
indicates that this may be due to a limited amount o f direct social skills instruction in 
their teacher education and in-service programs. Because social skills are important to 
life-long success, additional research is needed to extend the current understanding of 
social skills instruction in teacher education, local school districts, and general and 
special education classrooms. Based on the results o f this study, the following areas are 
suggested for further study.
1. Further research should focus on the comparison of courses provided in teacher 
education programs to the social skills curricula presented in in-service trainings.
2. Further research should investigate federal, state, and district policies regarding 
social skills instruction at the pre-service and in-service level to determine if 
mandates are implemented effectively.
3. This study examined the perceptions o f special and general education teachers 
regarding social skills instruction provided in pre-service and in-service trainings. 
Further research should compare the perceptions o f higher education faculty 
members to school district administrators nationwide regarding social skills 
instruction in teacher education and in-service trainings.
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4. Future research should compare the actual classroom implementation o f social 
skills instruction to the direct instruction of social skills provided in teacher 
education and in-service settings.
5. This study revealed no significant differences between the social skills training 
provided to special education teachers who taught in self-contained classrooms 
and resource rooms. Further research should explore the reasons for this 
finding.
6. This study found that direct social skill instruction was not being provided in 
teacher education and in-service programs. Research should be conducted that 
explores the most effective methods to provide direct social skills instruction in 
teacher education programs and in-service training.
7. Social skill deficits appear across disability type (e.g. learning disabilities, mental 
retardation, emotional disturbance, autism). Further research should explore the 
type o f social skills instruction provided in teacher education programs 
depending upon certification requirements.
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APPENDIX A
TEACHER CONSENT FORM
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UNIVERSITY OF NEVADA LAS VEGAS
INFORMED CONSENT 
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
EWESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Purpose of the Study
You are invited to participate in a research study. The purpose o f this study is research 
the type of social skill instruction provided to teachers in their teacher education 
programs and in-service training.
Participants
You are being asked to participate in the study because you are currently teaching in a 
special education or general education classroom, and are enrolled in a degree or 
certification program through a major institution of higher learning.
Procedures
If you volimteer to participate in this study, you will be asked to do the following: (a) 
access an online questionnaire via the given web address, and (b) provide truthful 
responses to all items as listed. It is anticipated that the study will last ten weeks.
Benefits of Participation
There may/may not be direct benefits to you as a participant in this study. However, we 
hope to leam the level and type of social skills instruction provided in teacher education 
programs and in-service training to general and special educators.
Risks of Participation
There are risks involved in all research studies. This study involves completing a 
questiormaire online. Information will be disseminated through University Facilitators. 
This study includes only minimal risks. You may feel uncomfortable when responding to 
the questionnaire items, or may feel pressured by the University Facilitator to participate.
Cost /Compensation
There wall not be financial cost to you to participate in this study. You will participate in 
this study online. The completion of the questionnaire will take approximately 30 
minutes o f  your time. You will not be compensated for your time. The University o f
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UNIVERSITY OF NEVADAIAS VEGAS
INFORMED CONSENT 
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
ESrVESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Nevada, Las Vegas may not provide compensation or free medical care fo r  an 
unanticipated injury sustained as a result o f  participating in this research study.
Contact Information
If you have any questions or concerns about the study, you may contact Dr. Kyle Higgins 
or Nicole Dobbins at 895-3205. For questions regarding the rights of research subjects, 
any complaints, or comments regarding the manner in which the study is being conducted 
you may contact the UNLV Office for the Protection of Research Subjects at 702- 
895-2794.
Voluntary Participation
Your participation in this study is voluntary. You may refuse to participate in this study 
or in any part o f this study. You may withdraw at any time without prejudice to your 
relations with the university. You are encouraged to ask questions about this study at the 
beginning or any time during the research study.
Confidentiality
All information gathered in this study will be kept completely confidential. No reference 
will be made in written or oral materials that could link you to this study. All records 
will be stored in a locked facility at UNLV for at least 3 years after completion of the 
study. After the storage time the information gathered will be destroyed.
Participant Consent:
I have read the above information and agree to participate in this study. I am at least 18 
years of age. A copy of this form has been given to me.
Signature of Participant Date
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UNIVERSITY OF NEVADA LAS VEGAS
INFORMED CONSENT 
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
INVESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Participant Name (Please Print)
Participant Note: Please do not sign this document i f  the Approval Stamp is missing or 
is expired
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UNIVERSITY FACILITATOR CONSENT FORM 
SPECIAL EDUCAITON
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UNIVERSITY OF NEVADA LAS VEGAS
INFORMED CONSENT 
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
INVESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Purpose of the Studv
You are invited to participate in a research study. The purpose of this study is research 
the type o f social skill instruction provided to teachers in their teacher education 
programs and in-service training.
Participants
You are being asked to participate in the study because you are currently a university 
instructor at an institution of higher learning teaching in the area o f special education or 
general education, and will be providing instruction in the spring 2006 semester to at 
least 30 students enrolled in a degree or certification program.
Procedures
If you volunteer to participate in this study, you will be asked to disseminate the study 
description and online access information to 30 university students prior to the start of 
class. It is anticipated that the study will last ten weeks.
Benefits of Participation
There may/may not be direct benefits to you as a participant in this study. However, we 
hope to leam the level and type of social skills instruction provided in teacher education 
programs to general and special educators.
Risks of Participation
There are risks involved in all research studies. This study involves you disseminating 
information to assist in the completing a questionnaire online by your students currently 
enrolled your university courses. This study includes only minimal risks.
Cost /Compensation
There will not be financial cost to you to participate in this study. You will participate in 
this study by facilitating the distribution of questionnaire information to participants. The 
facilitation of the questioimaire information to students will take approximately 15 
minutes o f  your time. You will not be compensated for your time. The University o f
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UNIVERSITY OF NEVADA LAS VEGAS
INFORMED CONSENT
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
INVESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Nevada, Las Vegas may not provide compensation or free medical care fo r  an 
unanticipated injury sustained as a result o f  participating in this research study.
Contact Information
If you have any questions or concerns about the study, you may contact Dr. Kyle Higgins 
or Nicole Dobbins at 895-3205. For questions regarding the rights of research subjects, 
any complaints or comments regarding the manner in which the study is being conducted 
you may contact the UNLV Office for the Protection of Research Subjects at 702- 
895-2794.
Voluntary Participation
Your participation in this study is voluntary. You may refuse to participate in this study 
or in any part of this study. You may withdraw at any time without prejudice to your 
relations with the university. You are encouraged to ask questions about this study at the 
beginning or any time during the research study.
Confidentialitv
All information gathered in this study will be kept completely confidential. No reference 
will be made in written or oral materials that could link you to this study. All records 
will be stored in a locked facility at UNLV for at least 3 years after completion of the 
study. After the storage time the information gathered will be destroyed.
Participant Consent:
I have read the above information and agree to participate in this study. I am at least 18 
years of age. A copy of this form has been given to me.
Signature of Participant Date
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UNLV
UNIVERSITY OF NEVADA LAS VEGAS
INFORMED CONSENT 
Department of Special Education
TITLE OF STUDY: An Analysis of Social Skills Instruction Provided in Teacher 
Education to General and Special Educators 
EVVESTIGATOR(S): Nicole Dobbins and Kyle Higgins 
CONTACT PHONE NUMBER: 895-3205
Participant Name (Please Print)
Participant Note: Please do not sign this document if the Approval Stamp is missing or 
is expired.
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APPENDIX C
PERMISSION TO USE TEACHER/STAFF SKILLSTREAMING CHECKLIST 
SKILLSTREAMING THE ELEMENTARY SCHOOL CHILD
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Permission to Use Copyrighted Material
University of Nevada, Las Vegas
A  'P j\JL
holder of copyri ghted material Teacher/Staff Skillstreaming Checklist. 2003__________
authored by Eliirn McGinains, PhiD and Arnold P. Goldstein. Ph D  ___________
and originally published in Skillstreaming the Elementaiv. Revised Edition. New
Strategies and Perspectives for Teaching Prosocial Skills. 1997_____________________
hereby give pa inission for Nicole Dobbins to use the above described material in total 
or in part for inclusion in a doctoral dissertation at the University of Nevada, Las Vegas. 
I also agree iha t Nicole Dobbins may execute the standard contract with University 
Microfilms, Im.:. for microform reproduction of the completed dissertation including the 
materials to which I hold copyright.
"' / i s
Signamre Date
Name (Typed) Title
Representing
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APPENDIX D
PERMISSION TO USE TEACHER/STAFF SKILLSTREAMING CHECKLIST 
SKILLSTREAMING THE ADOLESCENT
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Permission to Use Copyrighted Material
University of Nevada, Las Vegas
holder of copyri ghted material Teacher/Staff Skillstreaming Checklist. 2003______
authored by Ellen McGinnins, PhD and Arnold P. Goldstein. Ph D______________
and originally published in Skillstreaming the Adolescent. Revised Edition. New 
Strategies and l *erspectives for Teaching Prosocial Skills. 1997_________________
hereby give peimission for Nicole Dobbins to use the above described material in total 
or in part for inclusion in a doctoral dissertation at the University of Nevada, Las Vegas. 
1 also agree tha t Nicole Dobbins may execute the standard contract with University 
Microfilms, Im.:. for microform reproduction of the completed dissertation including the 
materials to which I hold copyright.
Signature Date
K o . r e  r  S V - e m e r
Name (Typed) Title
Representing
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D em ographic Inform ation
Please complete the following information, by providing a response or placing a checkmark in 
the space provided. All information provided will be confidential.
Gender: Male Female
Ethnicity; Caucasian Am erican__________ Hispanic American
African American __________  Native American
A s ia n -A m e r ic a n __________ Middle Eastern American _
Pacific Islander __________  Other (Please fill in)
Teacher Education:
BA/BS _________ MA/MS __________ EdS __________  EdD/Phd
Area of Concentration (e.g. elementary, special education, secondary):
Additional Endorsements:
Teaching Experience:
Number of Years Teaching
Current Teaching Assignment: 
Special Education 
• Resource Room
• Collaborative Consultant (CC/Co-op)
• Self-contained Classroom
•  G rad es  T au g h t
General Education
• Grade(s) Taught
• Content Areas taught, if Secondary
130
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Please circle the identified disabilities among students you instruct in your current teaching 
assignment:
Learning Disabilities 
Emotional Disturbance 
Mental Retardation 
Orthopedic Impairments 
Autism
Speech or Language Impairments
Visual Impairments 
Other Health Impairments 
Hearing Impairments/Deafness 
Physical Impairments 
Traumatic Brain Injury
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This questionnaire is designed to evaluate the effectiveness of social skills instruction 
training that is provided to educators in teacher education programs and in-service 
training.
Social Skills: Social significant behaviors in specific situations that predict important 
social outcomes for students (Gresham, 1983).__________________________ _______
Incidental instruction: Instruction conducted during unstructured activities for brief 
periods of time typically when students show an interest in or are involved with materials 
and activities (Brown, McEvoy, & Bishop, 1991)._______________ ______ _
Direct Instruction: Research-based instructional approach in which the instructor 
presents subject matter using a review of previously taught information, presentation of 
new concepts or skills, guided practice, feedback and correction, independent. (Friend & 
Bursuck, 2006).________________________________________________________ ____
Please rate the level of instruction received in your teacher education program and in-service 
training in your school district for each of the following social skills:
• Circle 1 if the area was never mentioned and a specific strategy was never taught
• Circle 2 if the area was mentioned, but and no specific strategy was taught
• Circle 3 if the area was mentioned, and strategies were mentioned incidentally
• Circle 4 if the area was mentioned, and a specific strategy was discussed
• Circle 5 if the area was mentioned, and a specific strategy was taught through direct 
instruction
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2 .
3.
Group 1 g
B e g i n n i n g  S o c i a l  S k i l l s / C l a s s r o o m  S u r v i v a l  S k i l l s  %
g  S
• j 3  H  
1 1
Listening: Teaching a youngster to pay attention to 
someone who is talking and make an effort to
imderstand what is being said. _______
Teacher Education Program...............................................  1
In-Service Training..............................................................  1
Starting a Conversation: Teaching a yoimgster to 
talk to others about light topics and then lead into
more serious topics. _______
Teacher Education Program..............................................  1
In-Service T raining............................................................  I
Having A Conversation: Teaching a youngster to
talk to others about things o f interest to both o f them. _______
Teacher Education Program...............................................  1
In-Service Training..............................................................  1
Asking a Question: Teaching a youngster to decide 
what information is needed and asking the right person
for that situation. ______
Teacher Education Program..............................................  1
In-Service T rain ing............................................................  1
Saying Thank You: Teaching a youngster to let
others know that he/she is grateful for favors, etc.? ______
Teacher Education Program..............................................  1
In-Service T raining............................................................  1
6 . Introducing Yourself: Teaching a youngster to 
become acquainted with new people on his/her own 
initiative.
Teacher Education Program.........................
In-Service T rain ing.......................................
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10 .
n.
1 2 .
Group 1
Beginning Social Skills/Classroom  Survival Skills
In tro d u cin g  O th e r People: Teaching a youngster to
help others become acquainted with one another. ____
Teacher Education Program .....................................................  1
In-Service T ra in in g .............................................    1
G iv in g  a  C o m p lim e n t:  Teaching a youngster to tell 
others that he/she likes something about them or
their activities. ____
Teacher Education Program .....................................................  1
In-Service T ra in in g .................................................................... 1
B rin g in g  M a te r ia ls  to C la ss :  Teaching a youngster 
to remember the books and materials he/she needs
elass. ___
Teacher Education Program .................................................. 1
In-Service T ra in in g ................................................................   1_
Completing Assignments; Teaching a youngster 
to complete assignments a his/her independent
academic level. ___
Teacher Education Program .................................................. 1
In-Service T ra in in g ................................................................  1
Saying T hank You. Teaching a youngster
to tell others he/she appreciates help given, favors, and
so forth. ___
Teacher Education Program ..................................................  1
In-Service T ra in in g ................................................................  1
Following Instructions: Teaching a youngster
to understand instructions and follow them? ___
Teacher Education Program ..................................................
In-Service T ra in in g ................................................................  1
2 2
a- 3 
% s
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G roup 1
Beginning Social Skills/Classroom Survival Skills
13. Contributing to Discussions: T e a c h i n g  a  y o u n g s t e r  t o  
P a r t i c i p a t e  i n  c l a s s  d i s c u s s i o n s  i n  a c c o r d a n c e  w i t h  
c l a s s r o o m  r u l e s .
Teacher Education Program..............................................
In-Service T raining...........................................................
14. O f f e r i n g  H e l p  to a n  A dult: T e a c h i n g  a  y o u n g s t e r  t o  
o f f e r  t o  h e l p  y o u  a t  a p p r o p r i a t e  t i m e s  a n d  i n  a n  
a p p r o p r i a t e  m a n n e r .
Teacher Education Program..............................................
In-Service Training...........................................................
15. Asking a Question: T e a c h i n g  a  y o u n g s t e r  t o  k n o w  h o w  
a n d  w h e n  t o  a s k  a  q u e s t i o n  o f  a n o t h e r  p e r s o n .
Teacher Education Program.............................................
In-Service Training...........................................................
16. Ignoring Distractions: T e a c h i n g  a  y o u n g s t e r  t o  i g n o r e  
C l a s s r o o m  d i s t r a c t i o n s .
Teacher Education Program.............................................
In-Service Training...........................................................
17. M aking Corrections; T c a c h i n g  a  y o u n g s t e r  t o  m a k e  t h e  
n e c e s s a i y  c o r r e c t i o n s  o n  a s s i g n m e n t s  w i t h o u t  g e t t i n g  
f r u s t r a t e d .
Teacher Education Program.............................................
In-Service Training..........................................................
18. Deciding on Something to Do: T e a c h i n g  a  y o u n g s t e r  t o  
f i n d  s o m e t h i n g  t o  d o  w h e n  h e / s h e  h a s  f r e e  t i m e .
Teacher Education Program.............................................
In-Service T raining..........................................................
1 9 .  Setting a Goal: T e a c h i n g  a  y o u n g s t e r  t o
s e t  r e a l i s t i c  g o a l s  f o r  h i m s e l f / h e r s e l f  a n d  t a k e  t h e  
n e c e s s a r y  s t e p s  t o  m e e t  t h e s e  g o a l s .
Teacher Education Program...........................................
In-Service Training..........................................................
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21 .
22 .
23.
24
25.
G roup II
Advanced Social Skills/Friendship Making Skills
A s k i n g  f o r  H e l p :  T e a c h i n g  a  y o u n g s t e r  t o  r e q u e s t  
a s s i s t a n c e  w h e n  h e / s h e  i s  h a v i n g  d i f f i c u l t y .
Teacher Education Program.................................
In-Service T raining.................. ............................
B e g i n n i n g  a  C o n v e r s a t i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
k n o w  h o w  a n d  w h e n  t o  b e g i n  a  c o n v e r s a t i o n  w i t h  
a n o t h e r  p e r s o n .
Teacher Education Program......................................
In-Service Training....................................................
E n d i n g  a  C o n v e r s a t i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
e n d  a  c o n v e r s a t i o n  w h e n  i t  i s  n e c e s s a r y  a n d  i n  a n  
a p p r o p r i a t e  m a i m e r .
Teacher Education Program...........................................
In-Service T raining.........................................................
P l a y i n g  a  G a m e :  T e a c h i n g  a  y o u n g s t e r  t o  
P l a y  g a m e s  w i t h  c l a s s m a t e s  f a i r l y .
Teacher Education Program.......................................... .
In-Service T raining........................................................
A s k i n g  a  F a v o r :  T e a c h i n g  a  y o u n g s t e r  t o  k n o w  h o w  t o  
a s k  a  f a v o r  o f  a n o t h e r  p e r s o n ,  
a p p r o p r i a t e  m a n n e r .
Teacher Education Program..........................................
In-Service T raining........................................................
O f f e r i n g  H e l p  t o  a  C l a s s m a t e :  T e a c h i n g  a  y o u n g s t e r  t o  
R e c o g n i z e  w h e n  s o m e o n e  n e e d s  o r  w a n t s  a s s i s t a n c e  a n d  
o f f e r  t h i s  h e l p .
Teacher Education Program.............................................
In-Service Training..........................................................
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26,
27,
28 .
29.
30.
31.
G roup II
Advanced Social Skills/Friendship M aking Skills
G i v i n g  a  C o m p l i m e n t :  T e a c h i n g  a  y o u n g s t e r  t o  
t e l l  o t h e r s  t h a t  h e / s h e  l i k e  s o m e t h i n g  a b o u t  t h e m  o r  
s o m e t h i n g  t h e y  h a v e  d o n e . .
Teacher Education Program...................................
In-Service T rain ing ................................................
A c c e p t i n g  a  C o m p l i m e n t ;  T e a c h i n g  a  y o u n g s t e r  t o  
a c c e p t  t h e s e  c o m m e n t s  g i v e n  b y  a d u l t s  o r  h i s / h e r  p e e r s  i n  
a  f r i e n d l y  w a y .
Teacher Education Program..............................................
In-Service T raining...........................................................
S u g g e s t i n g  a n  A c t i v i t y :  T e a c h i n g  a  y o u n g s t e r  t o  
s u g g e s t  a p p r o p r i a t e  a c t i v i t i e s  t o  o t h e r s .
Teacher Education Program..............................................
In-Service T raining...........................................................
S h a r i n g :  T e a c h i n g  a  y o u n g s t e r  t o  b e  a g r e e a b l e  t o  s h a r i n g  
T h i n g s  w i t h  o t h e r s  a n d  ,  i f  n o t ,  d o e s  h e / s h e  o f f e r  
a c c e p t a b l e  r e a s o n s  f o r  n o t  s h a r i n g .
Teacher Education Program..............................................  1
In-Service T raining...........................................................  1
J o i n i n g  I n :  T e a c h i n g  a  y o u n g s t e r  t o  d e c i d e  o n  t h e  
b e s t  w a y  t o  b e c o m e  p a r t  o f  a n  o n g o i n g  a c t i v i t y  o r  
g r o u p .
Teacher Education Program.......................................
In-Service T raining.................................................... .
G i v i n g  I n s t r u c t i o n s :  T e a c h i n g  a  y o u n g s t e r  t o  c l e a r l y  
e x p l a i n  t o  o t h e r s  h o w  t h e y  a r e  t o  d o  a  s p e c i f i c  t a s k .
Teacher Education Program.......................................
In-Service T rain ing....................................................
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32 .
33.
G roup  II
Advanced Social Skills/Friendship M aking Skills
S S
F o l l o w i n g  I n s t r u c t i o n s :  T e a c h i n g  a  y o u n g s t e r  t o  
p a y  a t t e n t i o n  t o  i n s t r u c t i o n s ,  g i v e  h i s / h e r  r e a c t i o n s ,
a n d  c a r r y  t h e  i n s t r u c t i o n s  o u t  a d e q u a t e l y .  _____
Teacher Education Program..............................................  1
In-Service Training............................................................ 1
A p o l o g i z i n g :  T e a c h i n g  a  y o u n g s t e r  t o  t e l l  o t h e r s  t h a t
h e / s h e  i s  s o n y  a f t e r  d o i n g  s o m e t h i n g  w r o n g .  _ __ _ _
Teacher Education Program..............................................  1
In-Service T raining............................................................ I
34. C o n v i n c i n g  O t h e r s :  T e a c h i n g  a  y o i m g s t e r  t o  a t t e m p t  
t o  p e r s u a d e  o t h e r s  t h a t  h i s / h e r  i d e a s  a r e  b e t t e r  a n d  
w i l l  b e  m o r e  u s e f u l  t h a n  t h o s e  o f  t h e  o t h e r  p e r s o n .
Teacher Education Program.......................................
In-Service T raining......................................................
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G r o u p  in
S k i l l s  f o r  D e a l i n g  w i t h  F e e l i n g
35. Knowing Your Feelings; T e a c h i n g  a  y o u n g s t e r  t o
t r y  t o  r e c o g n i z e  w h i c h  e m o t i o n s  h e / s h e  h a s  a t  d i f f e r e n t  
t i m e s .
Teacher Education Program ............................................
In-Service T ra in in g ............................................................
36. Expressing Your Feelings: T e a c h i n g  a  y o u n g s t e r  t o  
l e t  o t h e r s  k n o w  w h i c h  e m o t i o n s  h e / s h e  i s  f e e l i n g .
Teacher E ducation Program ............................................
In-Service T ra in in g ............................. ..............................
37. Understanding the Feeling of Others: T e a c h i n g  a  
y o i m g s t e r  t o  t r y  f i g u r e  o u t  w h a t  o t h e r  p e o p l e  a r e  
f e e l i n g .
Teacher Education Program ............................................
In-Service T ra in in g ............................................................
38.  Dealing with Someone Else’s Anger: T e a c h i n g  a  
y o u n g s t e r  t o  u n d e r s t a n d  o t h e r  p e o p l e ’ s  a n g r y  f e e l i n g s .
Teacher Education Program ............................................
In-Service T ra in in g .......................................................... .
39. Expressing Affection: T e a c h i n g  a  y o u n g s t e r  t o  l e t  
o t h e r s  k n o w  w h a t  h e / s h e  c a r e s  a b o u t  t h e m .
Teacher Education Program ............................................
Iii-Service T ra in in g ..........................................................
4 0 .  Dealing with Fear: T e a c h i n g  a  y o u n g s t e r  t o  f i g u r e  
o u t  w h y  h e / s h e  i s  a f r a i d  a n d  d o  s o m e t h i n g  t o  r e d u c e  
t h e  f e a r .
Teacher Education Program ...........................................
In-Service T ra in in g ..........................................................
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4 1 .
42.
43.
44.
G roup i n
Skills for Dealing with Feeling
Rewarding Yourself: T e a c h i n g  a  y o u n g s t e r  t o  s a y  
a n d  d o  n i c e  t h i n g s  f o r  h i m s e l f  w h e n  t h e  r e w a r d  i s  
d e s e r v e d .
Teacher Education Program.................................
In-Service T raining................................................
45.
Recognizing Another’s Feelings: T e a c h i n g  a  y o u n g s t e r  
t o  t r y  t o  f i g u r e  o u t  i n  a c c e p t a b l e  w a y s  h o w  o t h e r s  a r e  
f e e l i n g .
Teacher Education Program..............................................
In-Service T raining...........................................................
Expressing Concern for Another: T e a c h i n g  a  y o u n g s t e r  
t o  e x p r e s s  c o n c e r n  f o r  o t h e r s  i n  a c c e p t a b l e  w a y s .
Teacher Educabon Program..............................................
In-Service T raining...........................................................
Dealing with Your Anger: T e a c h i n g  a  y o u n g s t e r  t o  
u s e  a c c e p t a b l e  w a y s  t o  e x p r e s s  h i s / h e r  a n g e r .
Teacher Education Program..............................................
Dealing with Another’s Anger: T e a c h i n g  a  y o u n g s t e r  t o  
U n d e r s t a n d  a n o t h e r ’ s  a n g e r  w i t h o u t  g e t t i n g  a n g r y  
h i m s e l f / h e r s e l f .
Teacher Education Program..............................................
In-Service T raining...........................................................  1
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46.
4 7 .
4 8 .
4 9 .
5 0 .
5 1 .
G r o u p  I V  
S k i l l  A l t e r n a t i v e s  t o  A g g r e s s i o n
A s k i n g  p e r m i s s i o n :  T e a c h i n g  a  y o u n g s t e r  t o  f i g u r e  
o u t  w h e n  p e r m i s s i o n  i s  n e e d e d  t o  d o  s o m e t h i n g  a n d  
t h e n  a s k  t h e  r i g h t  p e r s o n  f o r  p e r m i s s i o n .
Teacher E ducation Program .......................................
In-Service T ra in in g .......................................................
S h a r i n g  S o m e t h i n g :  T e a c h i n g  a  y o u n g s t e r  t o  o f f e r  
t o  s h a r e  w h a t  h e / s h e  h a s  w i t h  o t h e r s  w h o  m i g h t  
a p p r e c i a t e  i t .
Teacher Education Program ...........................................
In-Service T ra in in g ..........................................................
H e l p i n g  O t h e r s :  T e a c h i n g  a  y o u n g s t e r  t o  g i v e  
a s s i s t a n c e  t o  o t h e r s  w h o  m i g h t  n e e d  o r  w a n t  h e l p .
Teacher Education Program ...........................................
In-Service T ra in in g ..........................................................
N e g o t i a t i n g :  T e a c h i n g  a  y o u n g s t e r  t o  a r r i v e  a t  a  p l a n  
t h a t  s a t i s f i e s  b o t h  h i m / h e r  a n d  o t h e r s  w h o  h a v e  t a k e n  
d i f f e r e n t  p o s i t i o n s .
Teacher Education Program ...........................................
In-Service T ra in in g ..........................................................
U s i n g  S e l f - C o n t r o l :  T e a c h i n g  a  y o u n g s t e r  t o  c o n t r o l  
h i s / h e r  t e m p e r  s o  t h a t  t h i n g s  d o  n o t  g e t  o u t  o f  h a n d .
Teacher Education Program ...........................................
In-Service T ra in in g .........................................................
S t a n d i n g  U p  f o r  Y o u r  R i g h t s :  T e a c h i n g  a  
y o u n g s t e r  t o  a s s e r t  h i s / h e r  r i g h t s  b y  l e t t i n g  p e o p l e  
k n o w  w h e r e  h e / s h e  s t a n d s  o n  a n  i s s u e .
Teacher Education Program ..........................................
In-Service T ra in in g ........................................................
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52.
53.
54.
55.
56.
57.
G r o u p  I V  
S k i l l  A l t e r n a t i v e s  t o  A g g r e s s i o n
R e s p o n d i n g  t o  T e a s i n g :  T e a c h i n g  a  y o u n g s t e r  t o  
d e a l  w i t h  b e i n g  t e a s e d  b y  o t h e r s  i n  w a y s  t h a t  a l l o w  
h i m / h e r  t o  r e m a i n  i n  c o n t r o l  o f  h i m s e l f / h e r s e l f .
Teacher Education Program .....................................
In-Service T ra in in g ....................................................
A v o i d i n g  T r o u b l e  w i t h  O t h e r s :  T e a c h i n g  a  
y o u n g s t e r  t o  s t a y  o u t  o f  s i t u a t i o n s  t h a t  m i g h t  g e t  
h i m / h e r  i n t o  t r o u b l e .
Teacher Education Program ................................
In-Service T ra in in g ..............................................
K e e p i n g  O u t  o f  F i g h t s :  T e a c h i n g  a  y o u n g s t e r  t o  
f i g u r e  o u t  w a y s  o t h e r  t h a n  f i g h t i n g  t o  h a n d l e  d i f f i c u l t  
s i t u a t i o n s .
Teacher E ducation Program ..........................................
In-Service T ra in in g ........................................................
P r o b l e m  S o l v i n g :  T e a c h i n g  a  y o u n g s t e r  t o  w h e n  a  
P r o b l e m  o c c u r s ,  t h i n k  o f  a l t e r n a t i v e s ,  c h o o s e  a n  
a l t e r n a t i v e ,  t h e n  e v a l u a t e  h o w  w e l l  t h i s  s o l v e d  t h e  
p r o b l e m .
Teacher E ducation Program ....................................
In-Service T ra in in g ....................................................
A c c e p t i n g  C o n s e q u e n c e s :  T e a c h i n g  a  y o u n g s t e r  t o  
a c c e p t  t h e  c o n s e q u e n c e s  f o r  h i s / h e r  b e h a v i o r  w i t h o u t  
b e c o m i n g  d e f e n s i v e  o r  u p s e t .
Teacher E ducation Program ............................................
In-Service T ra in in g ...........................................................
D e a l i n g  w i t h  a n  A c c u s a t i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
d e a l  i n  p o s i t i v e  w a y s  w i t h  b e i n g  a c c u s e d  o f  s o m e t h i n g .
Teacher E ducation Program ............................................
In-Service T ra in in g ...........................................................
If
■■5 ^
g ^
^  «
Ilf
II
^  -o 0> 0>
Ii
ll
1Î
IIC/3 bC
III
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
142
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
58 .
5 9 .
6 0 .
6 1 .
6 2 .
6 3 .
Group V
Skills for Dealing with Stress
M a k i n g  a  C o m p l a i n t :  T e a c h i n g  a  y o u n g s t e r  t o  t e l l  
o t h e r s  w h e n  t h e y  a r e  r e s p o n s i b l e  f o r  c r e a t i n g  a  
p a r t i c u l a r  p r o b l e m  f o r  h i m / h e r  a n d  t h e n  a t t e m p t  t o  
f i n d  a  s o l u t i o n  f o r  t h e  p r o b l e m .
Teacher Education Program...................................
In-Service Training.................................................
A n s w e r i n g  a  C o m p l i a n t :  T e a c h i n g  a  y o u n g s t e r  t o  
a r r i v e  a t  a  f a i r  s o l u t i o n  t o  s o m e o n e ’ s  j u s t i f i e d  
c o m p l a i n t .
Teacher Education Program..................................
In-Service T raining................................................
B e i n g  a  G o o d  S p o r t :  T e a c h i n g  a  y o u n g s t e r  t o  
e x p r e s s  a n  h o n e s t  c o m p l i m e n t  t o  o t h e r s  a b o u t  h o w  
t h e y  p l a y e d  a  g a m e .
Teacher Education Program..................................
In-Service Training................................................
D e a l i n g  w i t h  E m b a r r a s s m e n t :  T e a c h i n g  a  
y o u n g s t e r  t o  d o  t h i n g s  t h a t  h e l p  h i m / h e r  f e e l  l e s s  
e m b a r r a s s e d  o r  s e l f - c o n s c i o u s .
Teacher Education Program................................
In-Service Training............................................. .
D e a l i n g  w i t h  B e i n g  L e f t  O u t :  T e a c h i n g  a  y o u n g s t e r  
t o  d e c i d e  w h e t h e r  h e / s h e  h a s  b e e n  l e f t  o u t  o f  s o m e  
a c t i v i t y  a n d  t h e n  d o  t h i n g s  t o  f e e l  b e t t e r  a b o u t  t h e  
s i t u a t i o n .
Teacher Education Program......................................
In-Service Training....................................................
S t a n d i n g  U p  f o r  a  F r i e n d :  T e a c h i n g  a  y o u n g s t e r  t o  
l e t  o t h e r  p e o p l e  k n o w  w h e n  a  f r i e n d  h a s  n o t  b e e n  
t r e a t e d  f a i r l y .
Teacher Education Program....................................
In-Service T raining................................................. .
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64.
6 5 .
66 .
6 7 .
6 8 .
Group V
Skills for Dealing with Stress
R e s p o n d i n g  t o  P e r s u a s i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
c a r e f u l l y  c o n s i d e r  t h e  p o s i t i o n  o f  a n o t h e r  p e r s o n ,  
c o m p a r i n g  i t  t o  h i s / h e r  o w n ,  b e f o r e  d e c i d i n g  w h a t  
t o  d o .
Teacher Educabon Program......................................
In-Service T raining.................. .................................
R e s p o n d i n g  t o  F a i l u r e :  T e a c h i n g  a  y o u n g s t e r  t o  
f i g u r e  o u t  t h e  r e a s o n  f o r  f a i l i n g  i n  a  p a r t i c u l a r  
s i t u a t i o n  a n d  w h a t  h e / s h e  c a n  d o  a b o u t  i t  i n  o r d e r  
t o  b e  m o r e  s u c c e s s f u l  i n  t h e  f u t u r e .
Teacher Educabon Program..............................
In-Service T raining.............................................
D e a l i n g  w i t h  C o n t r a d i c t o r y  M e s s a g e s :  T e a c h i n g  a  
y o u n g s t e r  t o  r e c o g n i z e  a n d  d e a l  w i t h  t h e  c o n f u s i o n  
t h a t  r e s u l t s  w h e n  o t h e r s  t e l l  h i m / h e r  o n e  t h i n g ,  b u t  
s a y  o r  d o  t h i n g s  t h a t  i n d i c a t e  t h a t  t h e y  m e a n  
s o m e t h i n g  e l s e .
Teacher Educabon Program.................................... .
In-Service T rain ing...................................................
D e a l i n g  w i t h  a n  A c c u s a t i o n :  T e a c h i n g  a  y o u n g s t e r  
t o  f i g u r e  o u t  w h a t  h e / s h e  h a s  b e e n  a c c u s e d  o f  a n d  
w h y ,  t h e n  d e c i d e  o n  t h e  b e s t  w a y  t o  d e a l  w i t h  t h e  
p e r s o n  w h o  m a d e  t h e  a c c u s a t i o n .
Teacher Educabon Program....................................
In-Service T rain ing.................................................
G e t t i n g  R e a d y  f o r  a  D i f f i c u l t  C o n v e r s a t i o n :
T e a c h i n g  a  y o u n g s t e r  t o  p l a n  o n  t h e  b e s t  w a y  t o  
p r e s e n t  h i s / h e r  p o i n t  o f  v i e w  p r i o r  t o  a  s t r e s s f u l  
c o n v e r s a t i o n .
Teacher Educabon Program............................
In-Service T rain ing........................................ .
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6 9 .
70.
71.
72.
73.
74.
Group V
Skills for Dealing with Stress
D e a l i n g  w i t h  G r o u p  P r e s s u r e :  T e a c h i n g  a  y o u n g s t e r  
t o  d e c i d e  w h a t  h e / s h e  w a n t s  t o  d o  w h e n  o t h e r s  w a n t
h i m / h e r  t o  d o  s o m e t h i n g  e l s e .  __ _ _ _
Teacher Education Program..............................................  1
In-Service Training............................................................ 1
D e a l i n g  w i t h  B o r e d o m :  T e a c h i n g  a  y o u n g s t e r
s e l e c t  a c c e p t a b l e  a c t i v i t i e s  w h e n  h e / s h e  i s  b o r e d .  _ _ _ _ _
Teacher Education Program..............................................  1
In-Service Training............................................................ 1
D e c i d i n g  W h a t  C a u s e d  a  P r o b l e m :  T e a c h i n g  a  
y o u n g s t e r  t o  a s s e s  w h a t  c a u s e d  a  p r o b l e m  a n d  a c c e p t  
r e s p o n s i b i l i t y  i f  a p p r o p r i a t e .
Teacher Education Program......................................
In-Service Training....................................................
D e a l i n g  w i t h  L o s i n g :  T e a c h i n g  a  y o u n g s t e r  t o  a c c e p t  
l o s i n g  a t  a  g a m e  o r  a c t i v i t y  w i t h o u t  b e c o m i n g  u p s e t  o r  
a n g r y .
Teacher Education Program.........................................
In-Service T raining...................................................... .
R e a c t i n g  t o  F a i l u r e :  T e a c h i n g  a  y o u n g s t e r  
t o  f i g u r e  o u t  t h e  r e a s o n ( s )  f o r  h i s / h e r  f a i l u r e  a n d  w a y s
h e / s h e  c a n  b e  m o r e  s u c c e s s f u l  t h e  n e x t  t i m e .  _____
Teacher Education Program..............................................  1
In-Service T rain ing............................................................ 1
A c c e p t i n g  N o :  T e a c h i n g  a  y o u n g s t e r  t o  a c c e p t  b e i n g
t o l d  n o  w i t h o u t  b e c o m i n g  u n d u l y  u p s e t  o r  a n g r y .  _ _ _ _ _
Teacher Education Program..............................................  1
In-Service T raining............................................................ 1
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75 .
7 6 .
7 7 .
7 8 .
7 9 .
Group V
Skills for Dealing with Stress
S a y i n g  N o :  T e a c h i n g  a  y o u n g s t e r  t o  s a y  n o  i n  a c c e p t a b l e ,  
w a y s  t o  t h i n g s  t o  t h i n g s  h e / s h e  d o e s n ’ t  w a n t  t o  d o  o r  t o  
t h i n g s  t h a t  m a y  g e t  h i m / h e r  i n t o  t r o u b l e .
Teacher Education Program ..................................................
In-Service T ra in in g ................................................................
R e l a x i n g :  T e a c h i n g  a  y o u n g s t e r  t o  r e l a x  w h e n  t e n s e  o r  
u p s e t .
Teacher Education Program ..................................................
In-Service T ra in in g ................................................................
D e a l i n g  w i t h  G r o u p  P r e s s u r e :  T e a c h i n g  a  y o u n g s t e r  t o  
d e c i d e  w h a t  h e / s h e  w a n t s  t o  d o  w h e n  o t h e r s  p r e s s i u e  
h i m / h e r  t o  d o  s o m e t h i n g  e l s e .
Teacher Education Program ..................................................
In-Service T ra in in g .................................................................
D e a l i n g  w i t h  W a n t i n g  S o m e t h i n g  T h a t  I s n ’ t  Y o u r s :
t e a c h i n g  a  y o u n g s t e r  t o  r e f r a i n  f r o m  t a k i n g  t h i n g s  t h a t  
d o n ’ t  b e l o n g  t o  h i m / h e r .
Teacher Education Program ................................................
In-Service T ra in in g ...............................................................
B e i n g  H o n e s t :  T e a c h i n g  a  y o u n g s t e r  t o  b e  h o n e s t  w h e n  
C o n f r o n t e d  w i t h  a  n e g a t i v e  a c t i o n .
Teacher Education Program ...............................................
In-Service T ra in in g ..............................................................
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80.
8 1 .
8 2 .
8 3 .
8 4 .
G roup  VI
Planning Skills
D e c i d i n g  o n  S o m e t h i n g  t o  D o :  T e a c h i n g  a  y o u n g s t e r  
t o  d e a l  w i t h  f e e l i n g  b o r e d  b y  s t a r t i n g  a n  i n t e r e s t i n g  
a c t i v i t y .
Teacher Education Program .......................................... .
In-Service T ra in in g ..........................................................
D e c i d i n g  w h a t  C a u s e d  a  P r o b l e m :  T e a c h i n g  a  
y o u n g s t e r  t o  f i n d  o u t  w h e t h e r  a n  e v e n t  w a s  c a u s e d  
b y  s o m e t h i n g  t h a t  w a s  w i t h i n  h i s / h e r  c o n t r o l .
Teacher Education Program ....................................
In-Service T ra in in g ..................................................
S e t t i n g  a  G o a l :  T e a c h i n g  a  y o u n g s t e r  t o  r e a l i s t i c a l l y  
d e c i d e  o n  w h a t  h e / s h e  c a n  a c c o m p l i s h  p r i o r  t o  
s t a r t i n g  a  t a s k .
Teacher Education Program .........................................
In-Service T ra in in g .......................................................
D e c i d i n g  o n  Y o u r  A b i l i t i e s :  T e a c h i n g  a  y o u n g s t e r  
t o  r e a l i s t i c a l l y  f i g u r e  o u t  h o w  w e l l  h e / s h e  m i g h t  d o  a t  
a  p a r t i c u l a r  t a s k .
Teacher Education Program ..........................................
In-Service T ra in in g .........................................................
G a t h e r i n g  I n f o r m a t i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
d e c i d e  w h a t  h e / s h e  n e e d s  t o  k n o w  a n d  h o w  t o  g e t  
t h a t  i n f o n n a t i o n .
Teacher Education Program ...................................
In-Service T ra in in g ..................................................
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85.
86 .
G roup VI
Planning Skills
A r r a n g i n g  P r o b l e m  b y  I m p o r t a n c e :  T e a c h i n g  a  
y o u n g s t e r  t o  d e c i d e  r e a l i s t i c a l l y  w h i c h  o f  a  n u m b e r  
o f  p r o b l e m s  i s  m o s t  i m p o r t a n t  a n d  s h o u l d  b e  d e a l t  
w i t h  f i r s t .
Teacher Education Program....................................
In-Service T raining.................................................
M a k i n g  a  D e c i s i o n :  T e a c h i n g  a  y o u n g s t e r  t o  
c o n s i d e r  p o s s i b i l i t i e s  a n d  m a k e  c h o i c e s  t h a t  h e / s h e  
f e e l s  w i l l  b e  b e s t .
Teacher Education Program.................................
In-Service Training...............................................
87. C o n c e n t r a t i n g  o n  a  T a s k :  T e a c h i n g  a  y o u n g s t e r  t o  
m a k e  t h o s e  p r e p a r a t i o n s  t h a t  w i l l  h e l p  h i m / h e r  g e t  
a  j o b  d o n e .
Teacher Education Program....................................
In-Service Training.................................................
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U N IV E R S m r O F  NEVADA LAD VEGAS
Dear Prospective Participant:
You are being invited to participate in a research study. The 
purpose o f this study is to research the level and type o f  
social skills instruction received by general and special 
education teachers in their pre-service and school-based in- 
service training programs.
Your input is needed to contribute to the knowledge base o f  
how teachers are prepared to teach in inclusive settings. 
Your participation in this study is voluntary.
This study involves the completion o f an online 
questionnaire, which should only take about 30 -  45 
minutes o f your time. If you wish to volunteer, please go to 
the following URL address
http ://131.216.58.222/ndobbins/. (Z)]ice ]/ou jpiress leiTljeir, ]f()u 
will be directed to the homepage o f the questionnaire. It 
would be greatly appreciated if  you could complete the 
questionnaire by September 24, 2006.
If you have any questions or concerns, you may contact Dr. 
Kyle Higgins or Nicole Dobbins, at (702) 895-3205.
Thank you for your time.
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